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From the President’s Pen

The 1972 Wosld Assembly of the International Council on Education for Teaching
accorded inc the great honor last July of election to the position of” President for ICET
for the next three yeuars. As 1 indicated to the members present in London, it is with
gratitude and a dceep sense of responsibility that 1accept this honor, and 1 pledge to you
my best efforts for leadership of the Council during the challenging ycars ahcad.

1 have been involved with ICET since its founding in 1953 and have known
personally the many distinguished teacher educators from around the world who have
given gencrously of their time and talent to the organization over the past nincteen
years. It is from this perspective that 1 can state that the 1972 World Assembly was
something of a milestone in the development of ICET. Those of you who can remember

“our carlicr mectings, held in the midst of the WCOTP conference with a small group of

members, will be pleased to learn that the Assembly in London met for nearly four days
prior to the WCOTP conference and attracted more than 300 leading teacher cducators
from a wide range of countrics. The dcliberations and discussions which took place were
of high quality, as was the level of the formal presentations, which arc contained in
cdited form in the remainder of this volume, There was in London a genuine and
exciting interest in the future organization and programs of the Council as demonstrated
by the discussion and debate, both formal and informal, over the conference resolutions,
constitutional amendments, and clection of new officers, all summarized at the end of
this report. Many participants left the 1972 World Assembly with a new sense of purpose
and realization that much morc progress in the global development of the profession is
achievable through interational cooperation and exchange.

For the success of the 1972 World Assembly, much credit is due certain individuals
and institutions. 1 would be exceedingly remiss if 1 did not single out the very gencrous
financial and technical support of UNESCO. So much is owed to the tircless work and
spirit of David Johnston, both in 1972 and throughout his distinguished tenurc in
positions of leadcrship in ICET, that another volume of this size would be required to
record our appreciation. It is comforting to notc, and a great personal pleasure for me,
that ICET will continue to benefit from the sagacity and cncrgy of Mr. Johnston as he
serves over the next three years in the newly established position of Immediate Past
President. The host institutions, the Institute of Education, the Univessity of London,
and the Association of Teachers in Colleges and Departments of Education willingly
provided cvery thing necessary for the cfficient conduct of the meetings, with the added
fillip of an ambiance of gracious hospitality. Many thanks also duc to the American
Association of Colleges for Tcacher Education and the nine American colleges and
universities, listed elsewhere in this report, which provided a substantial and vital
measure of financial support. The Executive Director of the Council, I'rank Klassen, and
his assistant, John Collicr, are to be congratulated for iheir splended performance in
managing and dirccting the operations of the Council during the past year.

In the final analysis. the success of any conference must be attributed to the quality
of the speakers, discussion lcaders and other participants who provide the essential
intellectual and informational inputs into the various sessions. In this respect, ICET is
fortunate: the serious and informed teacher educators who attended the 1972 World
Assembly augur well for the future development and progress of the organization. It is
the sustained support of individuals, institutions and organizations such as those present
or represented in London on which the Council must rely if it is to move forward in its
cfforts to assist in the improvement of teacher cducation around the world. | know this
suppori will be forthcoming, and | look forward to scrving you as President in the
exciting and challenging years ahcad.

EDWARD C. POMEROY
President
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Challenge And Innovation: International Perspectives

IFRANK I1. KLASSEN
Ixceutive Director, International Conncil on Education for Teaching

JOLN L.COLLIER
Program Associate. Intervational Comtcil on Education for Teaching

Two years ago the International Council on Education for Tecaching launched a
program for the seventics as a part of its fundamental purpose of assisting in the
improvement of teacher education around the world. It was decided in 1970 that the
Council would feature at its World Assemblies careful analyses of’ niajor social forces
which affect the cducation of teachers and the varicty of cffective strtegies and
programs developed in response by individual teacker educators. institutions and
national educational systems. In the first few ycars of the decade. the emphasis was
dirccted toward the overall function of teacher education in its broad inter-relationships
with society. while in latter years the focus was to be narrowed to the nore specific and
technical probleins of the profession. ‘Thus, in 1971. ihe ICET World Assembly, held in
Kingston. Jamaica. was devoted to gencral social change and the corresponding responses
of the profession; the 1972 Aassembly concentrated on more specific challenges and
related innovations; and the 1973 mecting, to be held in Nairobi, Kenya, will examine
detailed strategics and techniques involved in teacher education as it fulfills its role in the
developinent process. Of course. in all the many efforts of the Council, whether they be
conferences, rescarch or publications. there is always the necessity and practice of
linking the inacroscopic to the microscopic. the far-ranging philosophy to daily decision-
making. and the fundamental goal to the specific objective. i

1t is well understood that neither the practices nor the theories involved in the
preparation of cducational personncl can be improved without the constant and carcful
cxamination and evaluation of each and their inter-relationships. This kind of fruitful
examination was clearly present last July in London. where wmore than 300 teacher
cducators from around the world canmie together to participate in the 1972 ICET World
Assembiy. The proceedings of this Assembly. which was based on the iheme. “Challenge
and Innovation in Teacher Education.” are summarized below and presented in edited
form in the remainder of this volume. i

Challenges to Teacher Education

Although nuch of the Asseiably was devoted to the innovative responses of the
profession. a number of the speakers and participants dealt briefly with the varicty of
new problems and pressures faced by teacher educators today. One of the pressures
which was quickly identified is the burgconing demand for educational facilities and
personnel. a phenomenon of varying intensity and i.npact in different countrics. Saverio
Awveduto and Gino Speciale, citing the booming enrollinent figures in laly, label the
situation as a “crisis of development™; Stanistas Krawcewicz, in a similar vein. refers to
the “demographic explosion™ in Poland; and W. Senteza Kajubi describes in vivid ters
the enormous demand for formal education in Last Africa. But the pressures felt by
teacher educators are much more profound and complex than those expressed in terms
of numbers of pupils, dollars or school buildings. The chiallenge in cvery country is also
of a qualitative nature. not necessarily calling for more resources. but for a transfor-
mation, realignment and reorganization of the present use of resources. Ludovit Bakos
observes that in Romnania, “the quantitasive emphasis in teacher training...is now giving
place to a qualitative emphasis™.

Lven in those countries where available resources are not abundant. the challenge is
as much for transformation as it is for expaunsion of the educational system. According
10 Kajubi. the “East African countries and indecd all countries of' the developing world
are faced with the formidable problein of devising educational systenis and teacher
cducation prograns which are relevant to their national needs™. Bhunthin Attagar
concurs with Kajubi. stating that Thailand faces the ditficult challenge of reorienting its
system to focus much greater attention on the practical cducational nceds of rural arcas.
On the other hand. Haly’s system of teack:r cducation is confronted by the “uphcavals
of the major structural crisis which is the inevitable outcome of the change in the last
twenty-five years from a predominantly agricultural economy to a predominantly
industrial one™. And Peter Mucller of West Germany reports that the traditional Gennan

ol
A




Q

BERIC

Aruitoxt provided by Eic:

cducational system in the sixties “was dcfinitely unable to cope with the educational
neceds of a developing cconomy and...unable to meet the new social and political
demands™ ot the period.

The new social and political demands or “the radical changes in society and its
mores,” as Jecan Mounolou of France terms it, are, in fact, a manifestation of the
dominant characteristic of our cra. More than one leading teacher educator made
reference in London . to the enormous demands made on the profession by the
aceeleration of social change which is occuring nearly cverywhere in the world today.
Onc result of this pervasive phenomenon has been the rapid obsolescence of knowledge,
which Lord James of Rusholme illustrates by declaring that he would be unable to teach
chemistry in a sccondary school today because two-thirds of the requisite scientific
knowledge did not cven exist when he camed his advanced degree in the 1930°s! Not
only arc developinents and advances taking place at a much wore rapid rate, but teachers
are no longer the primary sources of information about them. A Belgian tcacher
educator, Madame de Vits, notes that teachers must be prepared now to help students
*10 organize the new knowledge pressed upon them by modern information wedia and
1o turn to good account all the resources available in their environment which, in these
days, is rich in stimuli no matter how humble it may be.” A third distinguished teacher
cducator, George Dickson of the United States, lists several other aspects of the impact
of rapid social change on the profession, concluding that “there is really no longerany
way to hide trom the forces which arc pushing and pulling the teacher cducation
profession toward drastic change™. '

Innovations in Teacher Education’

What changes, drastic or otherwise, are taking place in the profession? In what
dircctions and arcas arc innovative responses being made? In the arca of organization and
articulation, two major trends arc prominent: the level of cducation for teachers is
steadily being raised while a clear cffort is concurrently underway to integrate and unify
the educational patterns and programs for teachers of the various levels and speciali-
zations. France, Demnark, the Soviet Union, and Yugoslavia all report recent reforms
which raised teacher training for primary teachers to the level of higher cducation, or
cxtended the duration of it at that level. Of more complexity is the movement to unify
the taining of all tcachers and to integrate this process with all the institutions and
agencics involved. Nearly cvery national system represented in London has some Kind of
rcorganization in this. dircction cither underway or pn.mncd In West Germany, for
example, 2 major effort is underway to replace the pn.wom pattern in which the various
types of teachers received training which varicd widcely in “duration, content, arcas of
concentration and underlying pedagogic ideals™ with an mnregrated system fcnluring *
single pathway which is equivalent in its scicntific foundation for all groups of tcachers™.
In Yugoslavia and Romania, cfforts arc undcrway to strengthien the ties between teacher
cducation and the universitics; in taly, the plannced developinent of the comprehensive
sccondary school, as in West Germany, is providing an important impctus toward the
intcgration and unification of its tcacher cducation system.

The movement for better articulation is parallcled in several systems by trends
toward ecnhanced cooperation between all the institutions and political forces involved in
the preparation of cducational personnel. The performanced-based tcacher cducation
(PBTE) movement in the United States, as described by George Dickson, features a
“multi-institutional pattern™ in which teacher cducation is the “business of not just
collcges but also public schools, involved cducational and governmental agencics,
cducational industrics, cducational professional organizations, tcacher cducation
students, and the community where tcacher cducation activity takes place™. One
concrete cxample of this cooperative trend in the United States is provided by the
description of the operation of the Multi-Institutional Teacher Education Center in West
Virginia. In India, th~ ‘:Xtics witnessed a major breakthrough at the national level when
teacher education achicved independent status in the financial allocations of the Fourth
Plan as well as scveral new coopicrative arrangements within cach state for rescarch and
development of the profession. Onc outstanding feature of the current reform in West
Germany is the growing trend toward federal unification of the structure and organi-
zation of tcacher cducation, although the division of rights and responsibilitics among
the government at all levels, the tcacher training institutions, and the public schools
remains a difficult problem to solve.

-
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Related 10 the increased integration of the cducational pattern for teacher edu-
cation and the steps toward greater overall coordination of the professional activitics arc
the new efforts 1o relate the preparation of teachers more closcly to the social contexts
in which they will teach. In ‘Thaifand, for example, a major effort has been underway for
several years utilizing various innovative techniques and practical experiences in runl
arcas” to develop teachers who are both competent and notivated to “carry out the
double role of educator and community leader™. A similar cffort toward a “ruralization
of the curriculum of teacher cducation institutions™ is underway in East Africa and India
is also working to cnhance the linkages between urban teachers colleges and rural
schools. In other countrics, the more challenging social context lies in the inner citics
and industrial milicux. One of the more innovative urban oriented teacher education
programs in the United States is the Portal Schoul concept which simultancously
upgrades a disadvantaged public school through a concentration of the university's
resources in it and provides a much more realistic and applicable practical training for
the student teacher. Another interesting innovation in this dircction is the requirement
in Hungary for pre-primary teachers 1o perform four tosix hours of physical work cach
day for a two-week period to familiarize the students, not only with the social and
cultural lives of workers. but also with the significance of daily labor in the creation of
social values. The effort to link the preparation of the tcacher with the reality of the
milicu in which he will eventually function is also cvident in the clear trend in several
countrics, notably Deninark, East Germany. and lungary, toward practice teaching
periods of increased duration and ecnhanced realism.

In addition to improvement of the critical practical component, a wide range of
curricular and methodological innovations are being implemented as well. In Bulgaria
and Romania, considerable emphasis is now being placed on requiring prospective
teachers to conduct uscful cducational research as an cffective method of developing
independent and creative thinking. In Spain, the University of Santiago is utilizing the
concepts of micro-tcaching, interaction analysis and non-verbal communication to cmable
prospective teachers to better understand and conduct the actual process of teaching. In
both Belgium and India, small groups are utilized extensively in scvenal establishments as
a means of personalizing the program and utilizing the technique of peer teaching.
Several of the leading teacher cducators in London also described the recent intro-
duction of new courses for prospective teachers. In the Soviet Union, for exawaple, an
optional subject, the scientific organization of educational work, is now available to
better prepare teachers to face the challenge of decreased responsibilities as sources of
information and increased dutics as organizers of the educational process. Czechoslo-
vakia js experimenting with a new course, communicetion skills, designed to enhance the
nature of the contact between the teacher and the pupil. S.N. Mukerji reports that the
number of inter-disciplinary courses is rapidly increasing in India, a trend which George
Dickson suggests is inherent in the performance-based teacher cducation movement in
the United States.

The PBTE movement is a good cxample of an innovation which may be categorized
as a wew philosophy or oricntation in the cducation of teachers which suffuses the cntire
process, PBTE calls for a total and systemic transformation of the process bascd on the
concept of systems analysis, a technique employed in industry, as onc of the opcening
speakers in London, W. Clement Stonc, indicated. In a number of countrics there is a
growing awarcness that the unifying clement in any national pattern of teacher
cducation is the professional component. “All teachers are teachers,” and Denmark,
Yugoslavia and West Germany me focusing on the cssential pedagogical clements
involved in the preparation of all teachers, a trend which may be viewed as the
philosophical counterpart to the organizational unification of teacher cducation. In East
Germany. the concept of scientific-productive training, a theorctical and practical
combination of socialist cducation with modern scientific training, is being system-
atically introduced into the curricula and mcthods of all higher cducation cstablish-
ments. Several other systems, in response to the challenges outlined above, arc moving
toward an incrcased cmphasis on sclf-cducation and the development in teachers of
flexibility or “clasticity™ as Stanislas Krawcewicz terms it in reference to Poland’s new
oricntation. In Belgium, a number of participatory and democratic practices are
increasingly being employed by the teacher training institutions to produce teachers who
will rctain throughout their carcers “an open-minded willingness to experiment and
explore in the scarch for better methods and techniques™. One of the iwo major

.
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principles guiding the sweeping revision of Denmark’s teacher education program is the
awareness that presservice mastery of a subject is not enough and that it is cqually
important that student teachers learn “to cducate themselves so that after they have
completed their training, they can further develop and supplement their academic and
professional knowledge in 7tep with the development of the sciences and cducation ™,

The logical step from the growing self-cducation orientation in pre-service programs
is to the increused cmphasis on in-service tcacher cducation. Lord James stresses that
**the most important conclusion” of the James Committee is that “*an ¢ntircly ncw scope ‘
and cmphasis must be given ta in-service training”. Nearly cvery other teacher educator : !
present at the World Assembly listed new developments in this aspect of the profession.
In France, the pressure of the teachers union has resulted in an agreement, reached in
carly 1972, which entitles cach teacher to an additional year of in-scrvice education
during his carcer. In the United Kingdom, onc of the mest significant innovations in this
arca is the operation of the Open University which utilizes modern technology. television
and radio, 1o provide a wide range of courses for teachers and other adults. Modecrn
informational media are also utilized ‘for in-service teacher cducation i Belgium and
plans arc undcrway for a similar program in Poland commencing in 1973, ’

Onc final mecans of mecting the challenges to the profession was also stressed in
London. Improvement in the preparation of cducational personnel is given considcrable
stimulus from the exchange of idcas and teciiniques across national and continental
boundarics. Scveral cducators stressed the key role that ICET can and should play in the
remainder of this decade in helping to facilitate this exchange. In ncarly cvery country
there is some lype of professional organization at a national level to which teacher
cducators belong, and several speakers, particularly those from Europe, referred to the
valuable assistance provided by these organizations in raising the competence and status
of the profession. It is an cxtension of these kinds of activitics, to a global scale, that
numerous participants urged for the Council. In 1973, ICET will ccicbrate the twenticth
year of its founding. The World Asserably, to be held in Nairobi, Kenya, from July 24-27
will provide a significant opportunity to forge even closer links among the nations of the
world leading (o a global community of teacher cducators. '

News of Teacher Education in Japan

On July 3, 1972, the Council for Teacher Education submitted its report to the
Minister of Education recommending mecasurcs for improving the present teacher
cducation system in Japan. Among the major recommendations of the Council are: (1)
to increase the pedagogical and other professional requircments for prospective teachers
in pre-service programs at the colleges and universitics; (2) to provide additional
programs and resources for tecruiting into teaching persons who were not traincd for the
profession in colleges; and (3) to cstablish post-graduale programs and courscs for the
in-service training of practicing tcachers.

News of Teacher Education in the West Indies

A new School of Education has recently been created in the University of the West '
Indics through the fusion of the previous Department of Education and Institute of )
Education. By October, 1972, only the new Dean of the School, Dr. Reginald Murray
(an ICET member and speaker at the 1971 World Assembly), had been appointcd, but
other staff members will be named shortly in the new artangement which is expected to
enable the University to utilize ‘its. resources more cfficiently. New courses arc also
planncd as a result of the new arrangement in the Caribbean territorics served by the
University. Onc cxample is the planned In-Service Diploma in Education, to be available -
in Barbados and Trinidad by 1973, which will provide graduates with an opportunity for 3
on-the-job in-scrvice training. ~ :
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' CHALLENGE AND INNOVATION

IN TEACHER EDUCATION T

EDUCATION AS A SOCIAL AND ECONOMIC INVESTMENT

\V.CLEMENT STONE

Chairman and Chief Executive Officer
Combined Iusurance Company of America
Chicago, llinois, U.S.A.

The International Council on Education for Tcaching was formed in Oxford,
England in 1953 by an international group of cducators from colleges and uaiversitics
who sought to improve the quality of teacher cducation and to promote inl_crnnlionnl
understanding  through the exchange of ideas on a multinational basis. The United
Kingdom. the host nation for the 1972 ICET World Assembly, has for hundreds, of ycars
been a-truc crossroads of the world in the spawning of new idcas, institutions, and
moveinents which have encircled the globe; and most cestainly her cducational institu-
tions have been at the forefront of this cnviable record of leadership. Today ICET isa
world-wide. private, voluntary association of organizations, institutions and individuals
dedicated to the improvement of teacher education. The Council has taken its place

" anong the uniquely promising movements which can truly make the world a better place

for this and futurc gencrations. The preparation of high quality tcachers and other
cducational personncl to meet the challenge of the times, the challenge of change, by
slaring with cach other, successful, innovative programs and the fundamental principles
on which they operate, is a vital component of the strategy tiat will be used te improve
the quality of cducation and the development of the true riches of life for the many
millions whose futurc depends on the cducation they will receive. Thus, the Inter-
national Council on Education for Tcaching is a coordinating body whose purpose is to
tap human resources represented in the world comnunity of nations for a united attack
on the problems of educational deficiencics.

The 1972 World Assembly has come at a particularly propitious tine in world
history. Recent initiatives by President Nixon to link the United States more closely
with all nations of the world augers well. The encouragement of these initiatives to work
together toward the resolution of common problems has given to the rest of the world

. the incentive to open new doors for international coopetation, harmony and a gener-

tion of peace. Our basic objective wouid then secem to be to develop and produce a
cooperative attack on the opportunitics and problems of world sociéty through cduca-
tion, as one partncr among a number of social institutions, cconomic, political,
technological, which arc also now actively involved in the cffort. lowever, it is the
process of cducation as the pre-eminent social and cconomic force which is the key to
positive mental attitudes and motivations that spring from within the individual and
bring about nceded and hoped-for changes in the human condition.

1 want to sharc my thoughts and idcas with you in three parts, and lct me say that
my choice of material comes from my expericnce and involvements in the process of
cducation on a number of fronts. The first is a world-widc polycultural effort with which
1 have been involved for some ycars. The sccond has to do with programs inside, or
which arc launched within the classroom as formal cducational programs. The third arca
in which 1 want to comment is essentially non-classroom centered education.

Polycultural Education

In 1966 a small group of cducators and businessmen came together in Washington,
D.C., to cstablish an organization known as The Bridge, A Center for the Advancement
of Intercultural Studics. These persons felt very strongly that a massive attempt should
be undertaken to cmphasize to all people the essential eneness of man. The cducation
(or perhaps cqually recessary, the re-education) of all tcachers in international under-
standing was regarded as the single most crucial nced. From this thoughtful beginning,
the organization was incorporated in 1966, in Warrenton, Virginia, with the following
goals: .
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To cstablish institutions of lcarning bas¢d upon the concept that by cffective
study of the cultures of the wotid interriational understanding may be fostered
and bridges may be built between regions, cultures and people.

To engage in educational and scientific rescareh and to dl\wmm.nc the results
of such rescarch.

3. To cxperiment in tiie develolment of new methods of le-.nchmg in order to
make the educational process more effective.

I

Vithin a year following :ts founding, Tiic Bridge headquarters was moved to the Stone-
Brandel Center in Chivago, although the ofganization continucd for some time to
maintain a Washington, D.C., arca office. It was my privilege to be clected Chairman of'
the Board and President of The Bridge on October 5, 1967, a post § am privileged to fill
today.

The Bridge is my personal exminple of how an organization with a global perspective
can serve the needs and interests of education at all levels in a most effective manner. To
begin with, The Bridge inmediately attracted into its membership and active support
distinguished cducators, businessmen and government lcaders from throughout the
United States and beyond. Our activities cvolved fron conferences and forums
participated in by leaders from all walks of national and world life. IF'unds came from the
Haitie M. Strong FFoundation, fromn the W, Clement and Jessie V. Stone Foundation and
from onc of our truly distinguished founders, Mr. Henry Berne of Was' m,'on D.C.

Since our inception we have sponsored and co-sponsored a series of cunferences in
various parts of Uniled States. The subject matter of these conferences has ranged from
the nced for the formation of a human community, opportunitics in intercultural cduca-
tion, polycultural cducation problems and intercultural youth movements, to visual
symbols as a universal language. At unc conference alone, which we held in Chicago in
1968 in joint sponsorship with the Council for the Study of Mankind and under the
brilliant guidance of Dr. Sol Tax of the University of Chicago, representatives of cvery
major culture of the vcorld were in attendance. Some 42 delegates came from abroad and
approximatcly 10 othér persons from foreign nations who were at that time resident in
the United States attended and participated in this five-day conference in addition to a
large United States delegation.

It becanie quite apparent rather soon after the convening of the confegence shizt
education would become the single focus of interest and attention of umuc iclcgalcs In
fact, as the week progressed, an urgency seized the participants. Each person scemed to
reficct a need to develop concrete suggestions, practical methods, and programs for
research at all levels of education, from pre-school to adult education. | think you will be
interested in the following observations which were accepted as guides for discussion:

1. ‘The concept of “culture™ is the most mecaningful context for org.mmng. cduca-

tion and knowledge to handle the relations of peoples.

lFormal cducation has a poor record in changing valucs.

. Much deception and misrepresentation about alicn cultures appears in national
mass media and textbooks.

Rl ad

4. Fducation makes little cffort to contemplate the future and therefore has few
goals and little hope.

5. There is a definite lack of teaching materials for the study of mankind.

6. Blind patriotism must be overcome to achicve cducation for human under-
standing.

7. Such an cducation must give special attention to cconomic and political issucs
which divide pcoples.

The conference concluded with » strong expression that intercultural cmpathy was an
achicvable goal. In addition, there was a gencral fecling that the very survival of mankind
was in danger and that cducation had not begun to fulfill its potential in resolving some
of the problems involved. Although many of the conferces were pessimistic, others felt
that hope was justificd if interest in education for human understanding between
cultures could be stimulated.

1 also want to comment on our Occasional Paper Scries which we started in late
1969 and which continucs 10 be org of the active programs of The Bridge. The subjects
covered by the series have ranged from. “The Promotion of Understanding Among
People’ by Tukdir Alisjahbana. Rector of Universitas National in Djakarta. Indonesia.,
through a fascinating varicty of international and polycultural subjects to our most
recent publication, number cleven, which deals with “Cnlture: A Perceptual Approach™




by Marshall Singer, Professor at The Graduate School of Public and International Affairs, *
University of Pittsburgh.

We have adopted from our conference activities at The Bridge, a number of
generalizations, many of which are empirically testable and which bear directly upon the
observations and goals of ICET. Let me just sharc four of them with you in the hope
that they will stimulate your own thinking:

Ecological conditions influence social structures and value systems in all
cultures.

2. Technological change inevitably produces change elsewhere in a culture.
Pre-industrial cultures must be given an opportunity to adapt to such changes,
although compulsion must be avoided.

3. Groups with strong cultural roots adapt betier to change than others.

4. An operable principle for inducing change in minorities with a minimum of
tension would be to combine pride in one's group with pride in the achieve-
ments of the total society.

Formal Educational Programs

Let me now turn to formal educational programs, essentially inside the classroom.
1t has been my privilege over a number of years to be associated witk distinguished
educators and colleagues who have produced and developed a number of innovations in
formal education throughout the cducational structure of the United States. In 1970-71.
onc of my omanizations was approached by the Greenville, South Carolina, Public
School System and, as a result, we developed an Educational and Motivational Reading
Program during that ycar. We discovered, for cxample, that between 15% and 20% of the
student population had serious physical disabilitics including hunger, infectious
mononucleosis, skin rashes, body bruises from beatings by parenis and various cye
problems. In our efforts to assist thesc students, we referred them to the school system’s
health service, but this was a very incffectual program since there werc only two nurses
for 54.000 students. We then referred them to the welfare service of the public hospital.
Al first it took six wecks for onc of the students to be seen, but through diligent cffort
this was ultimately reduced to one day. As a result of our program at the Greenville,
South Carolina, Public School System, we were able to register the following results:

1.  The students in this project gained twice as much in reading compared to the
highest group in the school.

2. They gained twice as much as a comparable program operated by master
teachers on 2 ratio of one teacher to six students. Incidentally, this program
was operated primarily by housewives who wcre paraprofessionals, pcrsons
usually not having completed certification requircments. yct skilled so that
they are able to work along with the professional teacher, frecing the teacher
to focus on areas of greatest nced.

3. The achievement of this student group in reading and comprchension was
double that of the counterpart group in any previous year.

During the academic year of 1970-71, the Austin College Teacher Education Pro-
gram was selected as one of the five outstanding programs in the United States by the
American Association of Colleges for Teacher Education, itself a parent organization of
ICET. A number of my associates and the educational leaders of Austin College used
funds provided by the W. Clement and Jessie V. Stone Foundation to develop the
following program which led to the Distinguished Achievement Award:

1. The teaching program was bascd on hehavorial objectives and, therefore, could
be cvaluated.

2. 1t wasindividualized, enabling cach student to progress at his own pace.

3.  The student’s leamning was defined by a contract negotiated between the
student and the professor.

4. The faculty had changed from the traditional teaching role of lecturing to that
of learning managers, those who conduct educational affairs in a manner |
which enables each student to make the greatest leaming gains with the |
resources available. Such learning management frequently uses individualized
instruction and pcer teaching peer.

S. The entire program was laboratory based, combining all three steps of my

Q positive mental attitudc philosophy. namely, Inspiration to Action, Know-
E l C How and Activity Knowledge.
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6. Studcents were inspircd to learn primarily through the usc of positive attitude
rcinforcements.
This program uscd 2s its basis many of the Positive Mental Attitude concepts.

Trinity College at Decrficld, Winois is a four year church-related college with
approximately 60% of its graduates cntering the teaching profession. With the aid of
professional personnel and a grant of funds from the W. Clement and Jessic V., Stone
I‘oundation, a program called “PACESETTERS” was cstablished in 1968, which took
high risk students from the inner-city. The Educational Testing Scrvice predicted a 17%
survival of the first group of 36. Using Positive Mental Attitude concepts as a crucial
clement in their training, 93% survived the school year with 0% making “C™ or better in
all subjects. Some side cffects were that those who did leave school were not ashamed,
but realized that the liberal arts college was not where they could best use their abilitics.
They could now transfer to other training programs with their heads held high beeausc
they understood the best way to use their potential.

Calilornia Statc University at San I rancisco, also a rccipicnt of a grant from the W,
Clement and Jessie V. Stone I oundation, through motivation and clerical training made
it possible for persons who had been on welfare and unable to hold jobs to become
cconomically self-sufficient. They lacked motivation. After the progr. .-, many
individuals have remained on the job for three to four years. One unusual point of this
program which 1 cite for your special consideration is that this program started as an
activity furded by the private sector of the cconomy. Duc fo its success and impact in
the San IFFrancisco arca, it has now been picked up and is supported by the public sector,
specifically the city government. This flow of ideas and programs from the private to the
public sector in increasingly in cvidence in the United States.

Educational Innovations,
Essentially Outside The Classroom

The third item | wish to discuss concerns the very many innovations in cducation in
the United States of quite recent development and cssentially outside the classroom. |
want to sharc with you a few cxcellent examples provided by The tonorable Mary
Conway Kohler, a distinguished jurist and authority on youth who currently serves by
presidential appointment as Exccutive Director of the National Commission on Re-
sources for Youth. The National Commission on Resources for Youth was founded just
four ycars ago by a group of scicntists and businessmen who sought to*develop innova-
tive programs that would give young people a rolc in socicty, not as consumers but as
participants. The Commission is funded primarily with contracts from the United States
Office of Education; the U.S. Office of Child Development;and the U.S. Department of
Labor. Its carly acceptance across the nation, and its success to datc in providing a
varicty of so-called Alternative Schools containing innovative cducational practices
which can be and arc being adapted in other schoals, is a tesiimony to the strong backing
reccived to date from our national adrinistration under the leadership of Dr. Sidney P.
Marland, Jr., U.S. Commissioncr of Education, and to the leadership of persons such as
Judge Kohler.

At the outset the Commission learned much from the work of the Community
Voluntary Scrvice in England, headed by Mr. Alec Dickson, and headquartcred at
Poynbee Hall, London. Many of you may know that Mr. Dickson's opcration in forcign
nations was the forerunncr of the Amecrican Peace Corps. In addition, during their early
visit to Russia, the Commission members were particularly impressed with the fact that
almost cvery child in the schools they visited in the large citics had some participatory
rolc in service to his fellowmen. For example, little fourth grade children made toys used
in the nurserics. Older children made cquipment used in scientific endcavors in the
universitics. School personnel told members of the Commission that they wanted their
children to fecl, from the carly years, that they had a stake in the betterment of the
community in which they lived,

Judge Kobhler cites some of the imperatives for action in the United States in this
cntire arca of cducational innovation. For exampie, between 1961 and 1971 the popula-
tion of 16 to 19 ycar olds incrcased by 4.5 million to 15.) million. The number of
tecnagers in school, however, increased by an cven greater proportion from 6.5 million
to 10.7 million. In addition, in the United Statcs, schools down through the years have
served as a screening out process. llowever, this does not (it in a technological age, which
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has certain built-in handicaps for young pcople. I‘or cxample, early work expericnce or
the lack of carly work experience becomes a scrious problcm foir the tecnage youth in
the labor market. Furthermore, in good or in bad times, jtcenage unemployment is
several times the rate of uncmployment for adult workers, although this has a certain
amcliorating cffect in keeping teenagers in school longer. LEncouragingly, by October,
1971, approximately 70 per cent of both white and black teenagers (16 to 19 years old)
were enrolled in school. Judge Kohler gives a third handicap of our technological age,
namely, the removal of some of the awareness of childizn 1o work or carcer oppor-
tunities as they grow up.

As 1o the programs and activities of the National Commission on Resources for
Youth in this bricf four-ycar period, Mrs. Kohler points out that onc ¢asy breakthrough
has been in the area of peer teaching. This started as an experiment with undcrachicvers
in ghetto schools, because research had shown through the ycars that onc learns by
teaching. The old adage was applicd: lic who teaches learns. Today the program has
grown to the point where it is taking place in some 450 school systems in the nation,
which means thousands of individual schools. The Commission's research shows that
both the tutor and the tutee gain academically to a far greater degree than through
regular chooling. This is duc to the responsibility which the tutor assumes and which
causes him to cxplorc learning in order to be able to teach, In addition, thc Commission
is presently initiating programs where fourteen and fifteen-year old students work in Day
Care Centers caring for younger children as part of a course in “parenting™ oi child
development, The Commission has in its files over six hundred examples of prog ams
where young people operate projects for community betterment. In some cases they
adopt a grandparent, an clderly person in an old age home. In other casces they help
overcomc hcalth hazards to children. For instance, in the lead poisoning project, the
problem grew out of instances where small children became the sictims of lead poisoning
as a result of having sampled plaster or paint in old housing in the ghetto. This project
alonc now incorporates various ages of young people in dozens of American citics.
Frequently, college students supervise tcenagers who visit the homes, take samples of the
plaster and paint and, if it contains lead, arrange for the health authoritics to visit these
homes.

In other communities, the Commission’s work has been through young people who
want to preserve the archacological artifacts of the vicinity. These young people dig as
part of their course in archacology. In four countics in Southern Georgia, young people
arc the anly force at this time for the preservation of a 5000 year old culture. They
move just ahead of the bulldozers to prescrve what the American Indians had devcloped
beforc the whitc man came 10 America.

Currently, too, the Commission ijs working with organizations such as the
Sccondary School Principals Association in rying to securc changes in the high school
curriculum to include this type of participation as part of the course work of the school.
For example, at the Denver Manual High School a work-study program in which all
students in their last two years have the opportunity to work in various carcer cxpiora-
tion programs has becn tremcndously successful, A boy who wishes to become a doctor
is permitted 1o spend half his time in the medical center at the University doing various
1 pes of work. A girl wishing to go into teaching or early childhood cducation works in a
day care center. Young people in this program in Denver may lcarn the building trade
through the formation of corporations within the school which they operate under the
guidance of a teacher. They have a corporation for the bullding of a house, with labor
unions providing tcchnical assistance. Last year they built a five bedroom home and sold
it. Some of these young people overcame the objections of residents in onc area 1o the
dcmolition of sub-standard housing.

Irt Philadelphia, the so-called Parkway Program offers a secondary cducation that
cncompasses the cntire community. There is no school building as such. Classes meet in
museums, television and radio stations, at busincss firms, and in social scrvice organiza-
tions. Students in this program arc offered a wide range of studics and may choose
courses including law enforcement, computers, and film making; these courses are often
taught by practitioners from within the community. Of course these students also take
the basic requirements, including English, history, mathematics and scicnee; but with
this background they are able to take whatever they choose and the school department
obtains a place in which each student may work. In Berkeley, California, an exciting
varicty of cducational options are being developed. For instance, they now have twenty-
four altemative or mini-schools in a comprehensive kindergarten through 12th grade
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program. They have included multicultural centers operating thres separate schools, o.ac
in Asian studics, onc in multicultural studics, and on called La Raza, a bilingual program.

Finally, in Minncapolis, they have a four-part program of educational alternatives
under the federally funded cxperimental school program. Students and parents at the
clementary level may select:

V. The contemporary school which incorporatcs some new practices but basically
offers a teacher dircctor and structured curriculum and school organization by regular
gradc areas;

2. Continual process program, which mecans cach child can advance at his own
rate through a carcfully sequenced curriculum of hasic skills;

3. Open school, which has a very flexible curriculum in scheduling and grouping
in which affective Icarning is cmphasized much mare than cognitive learning;

4  The free school. This is kindcrgarten through twelfth grade where the
curriculum is developed by teachers and students together based upon what they wish to
Iearn. There are no reguired classes and :vo divisions betwceen clementary and secondary
students. Students in this program also siudy in a varicty of skill centers or cach is frec
to pursuc clective study in arcas of individual interest, somewhat akin to the Parkway
School program in Philadciphia noted cadicr.

While Judge Kohler is very pleased to note that all of these programs have received
favorable rulings from appcllate courts. she is also quick to point out that not all of these
innovative programs arc opcrating well in all schools. She has told me that the Com-
mission finds that the cracial unit for change and acceptance of innovation is not a
school system but an individual tcacher or an individual school. Furthermoic. she
indicates that the principal is the key to change. In looking ahead. Judge Kohler notes
that altemative schools are springing up all over the United States and, although all they
arc doing is not necessarily good and truly innovative. they give promise of significant
innovation in the cducational process. innovation which can be adapted in other schools
throughout the nation and perhaps throughout the world.

Summary

In summary. then, let me address myself bricfly to the task with which we must all
be concemed. namely. motivating the student. Before we do anything else. we must
identity the student’s curiosity, his spontancous. natural craving. That curiosity is some-
thing of the man within. We must provide nourishment for thatinsatiable appetite that is
curiosity. David Krech. a psychologist at the University of California. has said tha™ in
certain kinds of lcarning situations there are actually organic changes taking place in the
brain. that the student who has nothing to do. nothing to satisfy and challenge his
natural curiosity . actually declines mentally. If this is truc. and we have a sound hasis for
belicving that it is. how heavy. how important a responsihility is that of the teacher. The
teacher’s charge is io preserve and nourish the most masvelous instrument in the universe
— the human brain. Let us hope that teachers no longer live in an ivory tower. that they
arc willing to help the student. that they seck interdisciplinary fecdback from associates
pertaining to their experience. that they move in a positive, creative way toward problem
solving, that they look for support systems that will develop and challenge all potentials,
that they seck community involventent. and in gencral strive ta advance the man within
himself.

Now. an overview, in bricf, of some of the characteristics of our time that have an
incscapable cffect upon what we teach and what we lcarn. 1t seems to me that we arc
facing the most monumental age of all. We cannot ignore the tremendous changes in
cconomic and social status. There is, for cxample. a shift in the cconomy that represents
change of cmphasis from product to scrvice. Working pcople in the futurc, the vast
majority of them. will be producing services rather than products. Statistically. in the
United States. in less than a decade, seven out of ten working people will be involved in
services. We are facing monumental change In our very physical environment. Our nced
for the city. as such, is diminishing. New suburban arcas are proliferating, and advanced
communications arc climinating those advantages once inherent in the city structure.

As esteemed cducators. concemed with far more than 1 have mentioned here, you
arc better able than 1 to defince the many neceds created by changes in our socio-cconomic
perspective. 1t seems to me that some of the changes will involve cducation in the task of
developing a diagnostic system whereby we can identify skills already acquired by the
student, and then move, without delay, toward the exercise of individualized instruction
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at a high level of achicve ment. To aid in this task. the maximum usc of audio-visual and
technological aids to cducation must be fully achicved. William J. Connclly, Manager of
Exhibits in Union Carbide’s Public Rclations Department, and Past President of the
Industrial Audio-Visual Association. tells us that people remember 20'% of what they
hear: 30% of what they sce: 50% of what they see und hear; 70% of what they say;and
90% of what they say and do.

1 have lcarncd. through my involvement in commerce and industry. that a systems-
management approach is efficacious. Perhaps this applies to edacation as well. Why not
determine the cxpected results, the student’s ultimate goals., and then match his
resources. and yours, that arc available for accomplishment? In other words. a designed
approach. A world-widc program such as ICET may be required in the development of
these nceded new approaches. Responsibility management is as pertinent to education as
it is to industry. AP resources must be rcallocatcd. And above alli cverything must
function in a way that takes into account the tremendous new cmphasis on valued
human resources in a service coonomy. Traditionally. the individual has identified the
job or role he had to take in life before he decided on his personal image. Now. this has
to be reversed. so that the individual knows what he is. or wants to be, first of all, and
then looks for a role to fit that image. New educational programs must be individualized
according to the nced of the student. The student must not be faced with simply what is
available to him in the structure of the prevailing system. It is a questien of what he
needs. and what can be made available 1o fulfill his nceds.

Other cultural characteristics. if we may call them that. arc taking shape in our
socicty. This is a time when the for-profit and not-for-profit sectors of socicty must
develop new trust and new respect for each other. 1 do not favor the view that profit is
not a good or justified goal. Neither do | subscribc to the notion that somconc who
doesn’t make moncey is iiresponsible. The profit and not-for-profit mentalitics must find
a unifying goal. a common cffort. a conmon objective. Education. without question. is
the key to that unification. In my own nation and. | suspcct. possibly in yours. the
cducational community is being called upon to provide increased accountability to its
many and varicd constituencics for financial support reccived. both from public and
private sources. This trend scems certain to continuc and cven to accelerate in the future.
At the same time there is a flow of cducators into positions of influence at the highest
levels of government. In my country we somctimes refer to these persons as “‘cgghcads,”
but they certainly have a tremendous influence in policy-making and program dircction
in government. | wonder if ICET could not and should not work as an association
through persons in cach and cvery nation represented in its membership in order to bring
your programs. needs. and activitics to the attention of national leadcrs; to interpret
your objcctives cffectively to heads of government and chicfs of state by those who fully
understand the process of education: and to provide an immediate and dircct sounding
board for the futurc with thosc whom we clect to represent us and to lead us through
these very promising. exciting. challenging days and years ahcad.

Traditional problem solving proccdurcs have to be carefully rc-examined. Con-
struction of a building. the painting of a work of art. the cducation of a child — nonc of
these can be dictated solely on the basis of cconomic standards. We need a human
commitment to problem solution, and wc have to bear in mind that moncy alonc is not
always the effective means to a worthwhile solution,

The overriding theme to which we must direct our efforts is that universal factor of
change. It is the only thing in our experience that does not. in itself, change. Change is
incvitable. and we are all involved with it and affected by it. You cannot be indifferent
10 it without cndangering your very stability. As Joscph Addison said. “When men arc
easy in their circumstances. they arc naturally encmics to change.” History is made
through change. Man himself cvolves and advances through change. The human mind and
human behavior arc in a constant state of change. An individual today has no choic: as
to whether or not he will change. His choice is only about who will control ard direct
that change, And this is wherc the role of the educator is vital.

In concluding. | would like to pass on a few reflections of great men on the subject
with which we are concemned. Robert ilutchins said. “*The objcct of education is to
preparc the young to educate themselves throughout their lives.* But | rather favor that
marvclous statecment of that son of England. John Ruskin. when he said:

“The entirc object of true education is to make people not merely do the right

things, but enjoy them — not merely industrious, but to love industry - not

merely learned. but to love knowledge — not merely pure, but to love purity -
Q not merely just. but to hunger and thirst after justice.*
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CHALLENGE AND INNOVATION IN TEACHER EDUCATION

KING V. CHHEEK
President, Morgan State College
Baltimore, Maryland, US.A.

Those engaged in the preparation of tcachers assum:c a task far more awesome than
those of any other profession. We face the need 1o cducate a citizenry whose drives arc
shaped by a world cnvironment which threatens to deny them their humanity. At the
same time we must somchow cducate them to return to their various environments as
cnlightened change agents with the power and commitment to inspirc and tcach others.
This burden becomes more complicated as man's technological capacitics make the
world community smaller and as the rapidity of change so overwhelms us that total
bodics of knowledge and skills become obsolete in less than a life time. The challenge in
teacher education, therefore, appears asa grand superman delusion. llow do you prepare
in a short period of fime an individual who must understand this complex world com-
munity, who must not only be able to grapple with its forces himself. but must go
further to train young minds and hcarts how to be adaptive and creative? I am not surc
that the true and real mandate which faces us has been grasped by socicty at large. We
arc not simply preparing other persons to take a job, to become members of the skilled
manpower pool. We arc part of a cause and mission. In cducation we have the most
potent force available to break the cycle of poverty which afflicts the urban and rural
poor throughout the world.

We cannot approach the subject of challenge and innovation in teacher cducation
without bricfly focusing upon the emerging new dircctions in higher cducation generally.
I submit that several ycars from today, in many countrics, especially the United States,
the academy which we now know will cease to cxist; we will change our character and
our methods. To understand the dircctions in which higher cducation may move, we
must reflect upon the disillusions and disappointments which affect us today.

A typical citizen invariably thinks of education in terms of an institution-a place
or geographical fixturc where students within fixed ags groups go to sit and listen to
lectures delivered by a fixed faculty, take notes and exams, receive grades, accumulate
credits and at the cnd of a fixed predctermined time period receive a diploma or degrce.
They then leave to cnter the world of work, confident that they have becn cducated, but
in many instanccs lacking the skills to be learners the remainder of their lives. Underlying
the whole of this process arc the assumptions that cverything has 1o be taught instcad of
learncd, that if the student has not had a formal course in it, he has not Jcarned it: and
that time spent is the only valid basis upon which a person can reccive a degree.

It is sad cnough for thesc delusions to exist among those who cnter the con-
ventional world of work. But they arc intolerable for those whose life responsibilitics
include teaching and inspiring others. We know now that this process and these assump-
tions are not sacred and inviolate. We are awarc that all people do not learn well in the
same setting, using the same method and at the same rate of specd. It is clear that
boredom, fear, and confusion about valucs are powerful negative forces which must be
overcome if students are to grow and learn. In short, we can no longer content ourselves
to be self-contained, closed and self-serving bureaucracies with limited constituencics to
whom we rclate in unalterably fixed modes.

The academy of the future must scek a mission as an investor in people. It must not
limit its services to the 18-22 year-old, but must deliver educational services to all who
choose to benefit whether they be at home, at work or even in prison, through intern-
ships, independent study and field expericnce, within new defined knowledge areas, at
one or more colleges and in travel and service in other countrics. The faculty will include
not just a formally certificd group, but all persons whose inputs and experiences can
contribute to the cducational process. Students will no longer be required to march
lock-step through high school and college, but will be given flexible opportunitics to
move at their own pace so that students who learn and mature faster than others may
accelerate their development. Self-directed learning will accomplish the long sought after
objective of producing life-long learners.

These new directions in higher education have specific relevance for the preparation
of teachers. It is against this background that we must dcliberate about the challenges
and innovations in teacher education and the five broad imperatives which command our
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We must develop a true professional class of teachers and teacher cducators,

Wwe must openly promote instructional innovations and insist upon an attitude

which explores better ways to teach and lecarn.

3. We must scck cooperative planning with all the persons. groups and agencics
which have a stake in the preparation of teachers.

4.  We must devclop cffective strategics for the intieduction and implement2tion
of change and innovation in our collcges and school systcms.

$.  We must create a rescarch and development base for asscssment and cvalua-

tion.

-

Professionatl Teachers And Teacher Educators

We must be initially concerned about upgrading the quality ot tcachers by in-
creasing the attractivencss of teaching as a profession. We must climinate it as a
~mattress curriculum.” somcthing for students to fall back upon if other cmployment
opportunitics are in short supply. We must be concerried to keep out the uncommitted
and to bring in the sensitive student who has ability and truly wishes to tcach because he
or she loves children and is devoted to their personal development.

We have had a tendency in the past to undervaluc the preparation of tecachers. At
least in America there has been a kind of arrogance in academe by thosc outside the
teacher cducation arena. Teacher cducation programs ofien have a rcputation for
academic flabbiness and are looked upon with demeaning cyes by others. The attitude
sharcd by many simply reflects an unfortunate low priority assigned to tcacher
pteparation. This trend must be reversed. No other profession has the cquivalent,
profound impact upon the character of our socicty. I is said that teachers arc immortal
for we never know where their influence stops. They truly affect man’s destiny. They
help shape and direct the environments in which valuc building and character develop-
ment take place. Furthermore, there is no other profession as demanding and yct as
potentially crcative. The forces which confront a teacher are powerful. complex and
often puzzling. Why Johnny can't read is still a perplexing question. 1ts answer cannot be
pursued by lightweights or any person who is simply secking a job.

Why then cannot we consider a professional curriculum for teachers built upon two
or three years of preprofessional cducation? Currently. college programs seck to cram
the cducation of teachers into a limited time span which affords little more than simple
exposurc through survey courses often taught by perions who themselves lack the ex-
pericnce basc to realistically qualify them as practitioners, An in-depth understanding of
the sociology of cducation, learning theory. motivetional behavior. environmental and
social forces affecting the learning process all appear to me to require morc than we
normally give.

Ve also nced to climinate the delusion that entry into teaching is a right to be
enjoyed by any person whao chooses. This is a profession. Like medicinc and law. there
should be admissions criteria to carcfully screcn out the unfit. Certification should be
based upon valid measures of competency rather than grades. time spent and credit
hours. it should come only as the culminatiag reward after an internship expericnce
where the prospective teacher’s values, attitudes, skills and competencics are really
developed and tested. After entry, accountability alonc must be the criterion for con-
tinued acceptance. Surely as a profession, teaching must rank on a par with medicine or
law. We cannot accept the notion that work with a child'’s mind is any less complex than
the diagnosis and trcatment of a physical malady or the preparation of an cstate or will.

Instructional Innovation

The second challenge, promoting instructional innovation, is vicwed as the concern
for the reconstruction of tcaching into a profession. We must berin by recognizing that
teachers cmploy in their own methads the styles and procedures which were influential
in their development. A tcacher cannot teach withoui an cducational value system.
Those prospective teachers who developed initiative and self reliance. who profited from
self-dirccted learning will also seek to intpire or transmit these values to others. We must
also know that we cannot isolatc curricu’um of Course innovation from the other aspects
of the prospective teacher’s learning environmeni. Our concern for change must be
dirccted beyond the development of skills to include the tcacher zs a person. a human
being who will onc day be given a charge to influence pasitively young minds. Teaching
and the learning process remain quite personal. The autitudes which teachers carry 1o

13
/4 | |




ERIC

Aruitoxt provided by Eic:

their work become as or more important than the subject matter skills they possess.
Teacher cxpectations of student achicvement. for cxample, may indeed affect the way
students perfform. A teacher’s attitude may inspirc or discourage by promoting self-
confidence or provoking fear and self hate. The desirc not to disappoint a teacher one
loves and respects may be a morc powerful positive force than the individual will to
succeed or win approval.

Instructional innovation must, thercfore, be directed toward morc than the
improvement of technical skills. 1t must embrace the whole of the prospective teacher’s

learning cnvironment, cspecially that aspect which influences personal values and life
styles. Perhaps we should begin by paying morce attention to the peer group cnvironment
of the prospective teacher. We know that students often have a far more penctrating and
enduring impact upon cach other than their teachers have on them. In the adult world of
learning, cverybody is a tcacher and cverybody is a student. Thus we must cnsurc that
the prospective teacher has meaningful encounters with his peers who will help shape
and influcnce his values. | am suggesting that innovation must reshape the environment
of the lcarncr and focus upon all forces which affect the learner’s development.

Paramount among our concerns must be innovation which affects the tecachers of
teachers. We cannot neglect them and expect major improvement. Professional cducators
know very little about the cveryday lifc of the classroom. Many do not know or feel the
forces which affect public school personnel. They are actually not a part of the fabric of
public school cducation. Unlike medical school professors who practice medicine, the
profcssional cducaior of tcachers seldom has dircct contact with that environment into
which he is sending his students. This is a deficicncy which must be corrected. It must be
included among the challenges which currently confront teacher cducation.

If we arc serious about challenges and innovation, we must abandon the traditional
classroom as the major mode of instruction. We must recognize the basic principle that
because learning is personal. it depends much more upon what the student does than
upon the instructor. The experiences which actively involve the student arc thereafter far
morc important than the passive environment of the classroom.

Many of our students aspiring to be teachers live in a world of fantasy and make
belicve. The problems they will face in the rcal world arc unpredictable and often
accidental. Their introduction into the world of work should occur carly and in a
manner which makes their cxperiences an integral part of their formal cducation.
Prospective teachers must be given a genuine exposure to the multiple types of environ-
ments and communitics from which their students will come. If they are to be effective
in influencing learning and personal change, they must have the opportunity to develop
for themselves community understanding and sensitivity. The pupils’ home and
community cnvironment dominates him even when he is isolated from it in school. The
prospective teacher must be prepared to understand this force. For example. it makes no
sense at all for prospective inner-city teachers to enter this arcna without personal
cxposurc to the same urban milicu from which their pupils come. This exposure must be
formalized and programmed into the prospective teachers' training.

Cooperative Planning

The significance of this challenge lics in the need for us to become more open, to
become more involved with the constitucncy we seek to serve. Hligher education bears
the justly deserved stigma of a closed society. We have suffered from our suspicions of
so-cafled outsiders and our obsession with a misguided monopoly on understanding. We
must overcome our anxicty about involving those not formally in cducation in our
planning process. We recognize now the valuablc contributions which various sectors in
our society can make in undcerstanding and programming ncw techniques and styles in
teacher cducation. We now intend to count them in, not only because they have some-
thing to contributc but also because they have a stake in what we do. These parties
include students, parcnts. business and other persons from the world of work, personncl
from other cducational levels and privatc mterested citizens. All of these groups in their
own way can contributc to the planning process. There is concrete evidence that their
involvement is healthy.

If we are serious about cooperation in planning. there are specific immediate steps
we must take. We must first establish cooperation within the cducational establishment
itself. Many of our collczes are characterized by a varicty of competing interest groups.
In some instances, facultics. students and admimistrators are hampercd by cleavages and
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status hang-ups which keep them from talking with cach other about issucs they jointly
identify as important. The gencration gap has all too often been a sham, an cxcusc used
by the over-thirty and under-thirty gencrations to avoid listening to cach other. If we arc
honest in our criticism, we would confess as cducators, students, facultics and
administrators. that we have much work to do to cstablish oursclves as a team, We arc
aware that in all of our styles there is a tendency to be rigid, to protect our vested
interests. Students are certainly no exception. | remember my days as a young, militant
graduate student during the turbulent cra of the sixtics. One of the things that | dis-
covered is that the most rigid burcaucracy of them all is the student burcaucracy. Ve arc
all guilty in somec way of promoting adversary rclationships and manipulations to
advance what we blindly perecive as the best of all worlds. | strongly suggest that if
cooperative planning in teacher cducation is to have meaning and yicld concrete results,
the place to begin is with our own attitudes and behavior. We must first seck to modify
our culture to give cooperation at home the highest priority.

Sccondly, we must cstablish new models of relationship and articulation with the
public grade school sector. In many places local colleges and the schools scldom talk to
cach other. Their cooperation is limited to the placcment and supervision of student
tcachers. This is indced junfortunate. The education of students who will soon enter the
public school teaching profession has suffered. Docsn't it seem strange to alt of us that
those who are engaged in preparing teachers would have little contact with those who arc
cngaged in cducation in public schools on a day-to-day basis? | propose a model of
cooperation which cmbraces five major components:

1. The establishment of cooperative cducation centers between a college and
several schools ranging from kindergarten through secondary.

3. These centers would facilitate the exchange of and joint appointment of
teachers. College teachers would no longer limit their exposure to the college
and its students. Those who are preparing students to teach should themselves
spend time working in the cnvironments in which their students will be in-
volved. Likewise, thase tcachers who have spent the greater portion of their
professional lives in schools could undoubtedly have somcthing to offer
prospective teachers by coming to work for a period in the colleges.

3. Students who arc preparing to teach must begin at an carlier stage in their
carcers 1o observe masier teachers in action. These ficld experiences for the
student could begin long before he or she is dispatched to cngage in student
teaching. Such experiences should be a vital, integral part of the carly training
of students. Perhaps some will discover that real teaching is demanding and
complex and is not always as romantic as it appears. Some will discover carly
that teaching as a profession is simply not for them. Their decision to depart
may bencfit all of us who may otherwise suffer later because they remained.

3. These centers would sponsor regular in-service seminars which providc for the
interaction of teachersin the college and gfade school scctors. This interaction
would involve the joint identification and cxploration of problems and issucs
in urban cducation. The process of problem solving would be continuous
rather than limited to periodic conferences.

5. The cooperative centers could have the larger more significant role of creating
joint resources for the college and the schools involved. The resources of the
college would be deployed to provide a number of serviccs on a continuous
basis, such as information anc' advice about carcer possibilitics and oppor-
tunitics in higher education, t.itorial assistance, and testing and cvaluation
scrvices. | am simply suggesting the cxploration of arrangements which will
increase the articulation and destroy the barricrs between lower schools, high
schools and colleges. In this way, the educational community will function as
a unit rather than as separate, independent cntities.

A third requirement for cooperative planning is the creation of channels and modcls
for the participation and involvement of parents, private citizens and all others who
would seck to contribute to program development and innovation. This can come about
only when and if we cease to be closed societics fecling threatencd by those outside our
ranks. We know that students are greatly influcnced by parental attitudes and expecta-
tions. We must have parents as allics rather than as ncgative critics. They must sce and
understand what we do, and help us do it better. Their participation should not be
limited to the propagandizing which we often do in cducation. They should be brought
in and kept aware of new developments so that they can help influence their dircction.
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Whatever model the cooperative planning process may take, a significant part of it
should be formalized and structured. Role relationships should be clear so that persons
involved will not believe they arc engaged in exercises or games. Their involvement must
be real. 1F this challenge is accepted we will raise the level of effectivencss and credibility
of the teacher education profession.

Effective Strategies For Change

We know that idcas about innovation abound in higher education. Yet we have a
repulation for rigidity and resistance to change, It makes little sense to discuss innova-
tion unless we also solve the problem of effective implementation. Change must be
planncd and managed rather than permitted to occur precipitously and without regard to
society’s poals. In-depth studies which provide a knowledge base for innovation must
initially guide our efforts. It appcars strange o many obscrvers that we can send a man
to the moon and make fantastic scientific and technological advances while at the same
time we make cmbarrassingly slow progress in raising the literacy levels of our human
population. Part of the answer to this dilemma is that in the area of scientific inquiry, we
know we do not know many answers. Thus we scarch and find out. So often in the arca
of cducation we are so arrogant as fo belicve we know cverything. We are less
centhusiastic in raising questions and pursuing answers. The result is that we still do not
know why Johnny cannot read. Certainly, the same principles of the scientific method
must be employed in social and cducational engincerirg.

Strategics for change implementation must also focus upon the culturc of the
cducational consumer. e must see that the benefits are significant cnough to justify the
cxpense and that they are not personally threatening. Permanent change cannot be
accomplished until the behavior and attitudes of people arc changed. Innovation which
fails to recopnize this complex phenomenon of culture is bound for failure. FFurther-
more, the roles of the various power holders both insidc and outside the institution must
be assessed and understood. Fears, anxicties. vested proprictary interests, adversary roles
and other resistances to change must be appropriately reduced.

The introduction and implementation of innovation in teacher education would be
greatly accelerated if these principles were accepted. Basically. they can be summarized
in onc simple proposition:

Develop a strategy which proposes change which is knowledge based, and is of
clear henefit to the consumer with a minimum of personal thrcat and a
maximum of cooperative involvement of all major partics and holders of
power,

Research And Develepment for Assessment And Evaluation

Only if change is accompanied by a firm commitment to cvaluate can we conclude
that innovators arc serious about improving education. We must test the cffectivencss of
what we do so that we can scrap those styles which fail 1o work. Built into all our
cndeavors in teacher cducation must be the will and capacity to be effective self eritics.
This is the major cnd of rescarch and cvaluation: to help us know our students and
oursclves and to improse upon our performance. The learning process is still somewhat
of a mystery toall of us. We still know less about what bugs students or what tumns them
on than we do about the technical aspects of what we purport to teach. All of us must
commit oursclves to solving this mystery. Certainly we cannot be any less diligent and
scientific when we work with the lives of children and young peoplc than when we build
a spaceship.

The challenges we face arc bold and awesome. The mandatc for change arises out of
our own recognition that for various reasons many of our old practices arc simply not
working. If we are 10 seck new ways to teach and learn, we must be prepared to develop
a new Kkind of professional class. with new structures and new assumptions. We may be
given the choice of remodcling the chapel or reforming the church. | submit we must be
preparcd to do the latter. Those institutions which do not perccive the nced and
incvitability of change may reccive the cpitaph of the dinosaur:

! do not know why the dinosaur hecame extinct, All | do Kknow is that
something changed and the dinosaur didn ',

This is the challenge we face. Al we have to lose by ignoring it is the future survival of
man.
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THE EDUCATION AND TRAINING OF TEACHERS

LORD JAMES OF RUSHOLME
Vice-Chanccllor, University of York
York, United Kingdom

We arc becoming increasingly aware, thanks in great measure to the cfforts of ICET
and similar bodics, of the apparent platitude that the quality of cducation, on which so
many other aspects of our life depend, is determined by the quality of the teachers. We
are realizing, morcover, that changes in social attitudes, the growth of knowledge in-
cluding that of cducation itsclf, and the dcvelopment of ncw approaches und new
techniques make' ever increasing demands on our teachers. There is no educational
subject, therefore, that more urgently demands our attention than the education and
training of the tcachers themselves.

The response of the government in this country to the new emphasis on tcacher
training was to appoint a commitice about |8 months ago to report on the subject. The
Report of that committee, of which | had the honor to be chairman, was published at
the end of January.* The controversy that followed its publication, although it did not
altogether surprisc me, was itself strong cvidence of a very wide realization of the
importance of the subject, whatcver the merits of our particular proposals, and quitc
apart from the question as to whethei they arc ultimately adopted. It is not my purpose
hete to give a detailed account of what we recomnended. What § think will be more
useful will be to give some account of the gencral lines of thought which lay behind our
discussions.

By way of introduction, however, 1 must say somecthing about some of the
difficultics which face anyonc who secks to discuss the training of teachers, for those
very difficultics arc themselves illuminating, First, we have to face the fact that some
influcntial people arc skeptical as to whether many teachers need training at all. 1t is
only next year, after all, that in the United Kingdom some training in tcaching will be
required for all tcachers in schools maintained by the state. It is, morcover,
demonstrably truc that many of our most distinguished and cffective teachers have
received no formal training, and if one moves outside the schools very few teachers in
universitics have cver received any training, although tentative and partial cfforts are
being made to provide it on a voluntary basis. Teaching is thus in a different class from
ncarly cvery other profession, such as law or surgery, in that its practitioners scem to be
able to practice it without formal preparation. This being so it is sometimes difficult to
convince critics of teacher training that born teachers are very rarc and that adequate
training is necessary for almost cveryonc that aspires to teach.

Sccondly, the word “tcacher™ embraccs a varicty of tasks and skills and a range of
knowledge that is not to be found in any other profession onc can casily think of. We
include in the single word “teacher™ the indivicual who can instruct very young children
in the cssentials of litcracy, the man or woman who can stimulate the average and not
particularly gifted thirtcen-ycar old to want to lcarn or to create something for himsclf,
and the person with a really deep knowledge of his subject that is required to mect the
challenge of teaching a class of cxceptionally gifted seventeen-ycar olds. The idea that it
is possible by any onc kind of training to producc a “tcacher™ is manifestly untruc, Any
scheme which we propose must provide opportunities for the very wide range of special
nceds that our differing pupils posscss.

Thirdly, we must recognize the varicty of other disciplines that contribute to the
study of “education,” a varicty so great that there are those who doubt whether “cduca-
tion™ cxists as a study in its own right at all. And there is some substance in this
fundamentali: .« = Yical vicw, for, as we all know, many of the most significant advances
in cducational thsught and method have been made by those whose professional interest
lay in philosophy or psychology. in history or in sociology . It is a realization of this fact

*Teacher Fducation and Training: A Report by a Committee of Enquiry under the
Chairmanship of l.ord James of Rusholme, Department of liducation and Scicnce,
HMSO, 1972.
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that has led to the low csteem in which the study of “‘cducation®™ is held, however
wrongly, in many academic institutions, and which when combined with the incvitable
cnmity of many practitioners for the “mere theoretician,” makes the task of devising a
suitable program for the trining and cducation of teachers a particularly difficult onc.

Having sketched some of the initial difficultics let me now turn to discuss in the
broadest way some of the proposals for reform which my collcagucs and | put forward.
My hope is that by so doing | may draw attention to problems that face us all, although |
am conscious that some of the solutions we proposc have already been adopted in some
countrics. The first, and in many ways | think the most important conclusion that was
reached was that an entircly new scope and emphasis must be given to in-service training.
We telt this so strongly that we did, as it were, write our report backwards, and actually
began it with the cducation and training of the serving teacher. This was not simply a
gimmick; it was a mcasure of the importance which we attached to this aspect of the
problem. To ascribe such a priority to this clement involved to some extent an act of
faith, for surprisingly little hard information cxists as to what cffects various kinds of
post-experience training actually have on * aching and the tcacher; how long those
affects last; the most appropriate kinds of cducation to accomplish ends which may be
quitc different for different individuals; and the cffect on the schools themselves the
in-service education of the staff has. And onc could think of many morc qucstions to
which we badly nced answers, which we have not got.

In view of what | have said about how little we really know about its effectiveness,
it may scem perverse that we gave it the prominence which we did. We did that, of
coursc, partly because of this belicf which we nearly all share, partially unsubstantiated
though it is, that such training is a good thing in itsclf, but partly also because the
content of initial training will be radically different if we can be confident that some
topics can be safely omitted, because thosc omissions can be rectified in subsequent
years, and indeed in some cases can be deferred with positive advantage. It would be a
remarkable picce of sclf-deception if we helicved that the preparation of a student for
any of the great variety of tasks that we include under the word “teacher™ could be
completed in two or three or four years. And, of course, we do not. The multiplicity of
courses for serving teachers arranged by the Departmeat of Education and Scicence, by
Local Authoritics, by university depariments and institutes, and by professionat associa-
lions of teachers of very various kinds, all bear witness to the cfforts that arc already
being made. Where do they nced improvement? Many of them arc too short for their
declared aims; many suffer from the financial obstacles put in the way of the organizers
and the teachers who might wish to participate; we have, as 1 have said, in many cases no
idea how cffective they arc, and. finally, they arc often tacking in machincry for
coordination so that wasteful duplication occurs and important gaps exist. But having
said that, it was ccrtainly no part of our intention to do anything but cxpand, cncourage
and improve the kind of courses that alrcady cxist. What we did affirm is the need for
the tcacher to have a right 10 a more substantial period of in-service cducation. As you
know, our suggestion is for onc term in seven ycars which we hope will improve to five
years.

Onc question has heen asked us. Should not obligation go with rights and should
not such a term be compulsory? | may say that we devoted much thought to this
question of Ieaving it for the time being as a voluntary provision. Docs this not mean, it
may be asked. that the very teachers who nced it most will not, in fact, go on the
courses? Into the arguments that brought us to our conclusion 1 will not go. They
included such considerations as the undesirable effect of unwilling conscripts on courses
during what will incvitably be a time of experiment and transition.

A sccond question that arose was if courses were not to be compulsory, whether
some financial inducement should be given 10 those who attend them. We preferred to
leave the inducement as being primarily onc of becoming better at one's job, and leaving
morc matcrialist considcrations to be dealt with by the ordinary mechanism of
promotion of morc highly qualificd pcople.

Let me turn now from the general principle of the desirability of in-scrvice cduca-
tion to cnumecrate some of the very varying factors which make it so vital. First it is
necessary because knowiedge changes. | took my degree in Chemistry in 1930. 1f 1 otk
at the papers sct in the same cxamination today | cannot do them; that would not b
expected. But the rcal point is that 1 never could have done them, because two-thirds of
the knowledge require ! actually did not exist at that time. And some of that knowledge
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is now part of the school curriculum. Thus. although during my first 12 yecars as a
schoolmaster | could still teach the top sixth form, during my 16 ycars as a’hcadmaster |
was relegated to teaching one particular branch of chemistry to the B strezm, and now |
could not teach a sixth form at all. Given a term in a university learning some modsrn
chemistry, | could just about make an attempt. That is an example at onc end of the
academic spectrum, the highly specialized work of a good sixth form. Butif we think of
the other end, the greater knowledge of how five-ycar olds lcarn that we have acquired
over the past ycars, arc we not driven to the conclusion that the infant or primary
tcacher needs refreshment no less, if of a quite different kind? It is quite certain that the
junior school teacher who teaches arithmetic and who qualificd ten ycars ago has never
heard of set theory. Whether it is right that they should now is another question, but the
fact is that many think it desirable that they should, and the only way they can learn it
is to have time off to do so.

But this leads us to the next point. Not only does knowledge change; techniques of '
teaching change. The changes may involve whole questions of attitude, associated with
team-tcaching, or open plan schools or whatever. They may involve the more matcrial
affairs that arc included in the words cducational technology. The idca that the mere
installation of a language laboratory will revolutionize the teaching of primary Irench is
a heresy extraordinarily widcly held. 1f we devise new tools for teachers it is vital that
they should be given really wiscly planned courses on their valuc and their limitations,
courses which are chcaper than the actuad hardware which without them is almost
uscless.

And thirdly, socicty changes. The growth of technology produces new problems
and if our citizens arc to be aware of them and prepared to cope with them, then fresh
demands arc incvitably placed on those who teach. We arc in many ways becoming more
humanc. and some special training is therefore necessary for those who teach in cduca-
tional priority arcas. or whatever we call them. The challenges of a multi-racial socicty
have cducational icsults. If the character of the socicty for which he prepares his pupils
changes radically during his working lifc, it is clearly cssential that the teacher have
periodical refreshment.

And tcachers themselves change. They both tend to ossity and to develop. The
mere avoidance of staleness is onc of the great justifications for in-service training. Hence
we must avoid rigidity in our plans for what teachers should actually do in their periods
away from their schools. The chance to follow a course of wide rcading and to talk
about it with tuzors and collcagucs may be the right shot in the arm that some need. The
opportunity to engage in some modest picce of rescarch may be the right thing for
others. The mer opportunity to associate in the life of a college, a different school or
group of schools, a university department or an cducation office, may provide the
stimulus that wil give some stale tcachers a new lcasc on life.

Further, it is clear that with cxperience some teachers develop new interests in
-pecial ficlds, for example, the teaching of handicapped children of various kinds, school
iorary work. or counselling. All these demand special skills and it is onc of the functions
of in-service training to provide them. The man or woman who becomes a head of a
department, or of a school will meet their new responsibilities better if they have some
specific preparation for them.,

To provide 3¢ courses necessary to cover these various aspects of inservice training
may be met by the creation of a nctwork of professional centers. Not cvery center
would, of course, be able to cover all the arcas | have mentioned, still less others that will
suggest themselves. There will have to be some specialization in the work done by many
of them. Nevertheless, the idea of the professional center remains as a place where the
cducational expertise of a ncighborhood can be mobilized 1o provide lecture courses and
morc importantly. seminars and discussions, together with appropriate matcrial
resources, to cnable the serving teacher to engage in periods of in-service work. say of 12
weeks duration, related to his particular needs and cbjectives, In very many cases these
professional centers can and should be associated with university or polytechnic depart-
ments of cducation or with cxisting colleges. In some arcas it may be necessary to create
them. But whatever their precise form, their value, not only as centers of in-scrvice
training. but as places where teachers can mect, Iearn and discuss with others, whéther
lecturers, inspectors or advisers concerned in the service of cducation, cannot in my view

be questioned.
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Let me now tum to the more controvetsial ficld of the organization of the initial
training of teachers. We may here identify four nceds which must be fulfilled. The first is
that the tcacher should have a course of cducation which will develop him as a pcrson
and the nature of which will clcarly depeind on his abilitics and aptitudes. Sccondly. he
must be cquipped with sufficient knowledze of what he is going to tcach to make him
cffective. 1t may well be that this will overlap considerably with the course of personal
cducation which he follows. though it nced not. s nature will depend on the arca of
teaching he intends to pursuc and on the age and abilitics of his prospective pupils.
Thirdly, he must possess as adcquate a knowledge of the theory of cducation and of the
subjects that relate to it as his abilitics and the len th of his course permit. Lastly, e
must possess such practical expertise in the art of tcaching as shall cnable him to start on
his chosen carcer without too great a measure of incompetence so that neither he nor his
pupils shall suffer too much from his incxpericnce. The balance between these four
clements will clearly vary with the kind of icaching he proposcs to do. The man or
woman who will tecach Latin and Greck at university or ncar-university level needs to
know more of the actual subject matter he is dealing with and less of learning theory or
classroom management than the class teacher of five-ycar olds. though it is not incon-
ceivable that he could somctimes profit from a little morc of that knowledge than he
often possesses today. But whatever the actual work of the teacher. his initial cducation
and training should contain in some mezsure the four clements mentioned.

N In England we have. as you knaw, two fairly clcarly defined streams for the

- preparation of tcachers. The first is usually for tcachers of an academic subject or

subjects to secondary pupils. They take a conventional degree course at a university . or

now at a poly technic, in history or chemistry or English. or whatever it may be, followed

by a ycar's morc or less intensive couvrse in education associated with some practical

cxperience in a school. | should add that some universities. including the University of

York. have initiated mixed degree courses with cducation as a subsidiary to a main

academic subject. On the other hand teachers who aim at primary school teaching. or the

less academic clements in sccondary scho. ls, follow a quite different course in 2 college

of cducation. in which personal cducation in academic subjects, the acquiring of

knowledge of cducational theary. and practical experience are pursucd together in what

is known as a concurrent pattern leading after three ycars not to a degrec, but to 2

certificate. A smal! number, about ten percent. arc able to obtain the degree of Bachelor

of Fducation by a fourth year of study in which an academic subject is studied side by

P side with cducation. It should be added that whichcver route a student follows, whether

the degree followed by onc year of professional training. or the three-year concurrent

course. the first year of tcaching is probationary and the teacher is not fully qualificd

. until that ycar had been satisfactorily completed. 1t should also be added that this

probationary ycar is at present a complete farce since no adequate steps and often no
i steps at all arc usually taken to supcrvise, to encourage and to advise the probationer.

My Committec has suggested a revision of this system, a revision that affects the
colleges much more than the universitics. FFor those pecople who arc devoted to a subject
or small group of subjects and arc good at them, it is probably right that the best course
is a degree at a university or polytechnic followed by a course in education. though we
should make considerable changes in the probationary ycar that | shall mention later. It
is with those who now go to a collcge of cducation. at present committed to teaching.
that we arc morce concerned. Here we have taken the controversial step of apparently
abolishing the concurrent system and substituting a consccutive onc. This means that
some. if not all. of the colleges may ccase to be concerncd only with intending teachers.
They would become an alternative form of higher cducation, and they would offer a
two-ycar qualification. which we propose calling the Diploma of Higher Education.
rather than a threeyear degree. This course would be based on three clements on a unit
system. Onc clement would comprise a course of gencral cducation: the other two would
be special subjects studicd in depth and chosen by the student. The gencral education
clement would owe much to such American work as the larvard Report of many years
ago. though less prescriptive. 1t would be flexible and capable of being adapted to the
student’s own inclinations. | myself would like to see it borrow from lutchins. for like
our own F.R. Lcavis in his seminal book . English and the Universities, 1 belicve that one
of the cores of general cducation is the study of literature. Nevertheless it must be right
that such a course must contain clements of the natural and sacial scicnces. But let me
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be heretical. 1 believe for a future teacher to read and to try to understand great
litcrature may be at least as valuable, cven in a professional sense, as ninc-tenths of the
books devoted to cducation. '

1 have said that such a course of two specialized subjects combined with gencral
cducation would apparcntly destroy the idea of the cducation of teachers by a con-
current course, involving cducation. But it need not. 1t is possible to reconcile the two
idcas. For among the specialist studics which the student follows might be included such
ficlds as child dcvelopment or social psychology, which would be appropriate to the
person who knew from the start that they wished to teach. It is petfectly conceivable
that some whole colleges might concentrate on such initial courscs for what is called the
committed teacher, and practical work in schools and other institutions dealing with
young people would form a natural part of their courses. In other words, thosc colleges
would not have to change much if they did not want to.

What would be the advantages of this modification by which many intending
reachers followed a two-ycar course of the kind | have outlined? They can be summed
up by saying that not only would teachers reccive a broarder education but also a new
flexibility would be introduced into our system of higher cducation. Onc would hope
that others besides teachers would wish to take the Diploma rather than commit them-
selves to the present threc-year study to be a teacher, or three years of fairly specialized
academic work at a university or polytechnic. For on the attainment of the Diploma
four alternatives would be open. The students could regard it as a terminal qualification
and leave for business or industry; they could make a firm decision to be a teacher and
follow a course 1 will describe in a moment; they could go on to professional training in
some other profession, for example the social services; and finally they could discover in
themselves the ability, and above all the inclination, for further rigorous academic study
which they could satis§y by transferring to a university, a polytechnic or in the case of
some collcges of cducation, obtaining their degree by a further year's study there. The
Diploma of Higher Education, at any rate in the opinion of my colleagucs and myself,
provides a reconciliation betveen concurrent and consecutive training: it provides an
alternative form of higher education for those whosc vocational aims are not fixed, and
for those who are rcluctant to commit themselves to the proper rigors of an honors
degree, even if they hzve the ability, and it mects the objection of many teachers that
they do not wish to be educated in isolation from those entering other professions.

What, now, of the prospective teacher with a Diploma in Higher Education? They
would move on to a period of strictly professional training and be considered in exactly
the same way as a university graduate. My collcagucs and | would indeed regard it as
disastrous if a man or woman were choscn for professional training simply because they
were graduates in preference to somcone with 3 Diploma and a genuine sense of voca-
tion. This is a very real danger becausc of the partly spurious prestige of a degree. For
the specialist teacher of some particular subject at an advanced level, a degree is, of
course, relevant. For most other teachers it is not, compared with the more weighty
criteria of motivation and personality. At any ratc, those Diploma students who wish to
teach will, under our scheme, have, exactly like graduates and we hope often in the same
institutions, a year's professional training. We have been criticized because we seem to
have minimized the nced for practical work. Actually a student can have as much
practical cxpericnce as his college regards as suitable. But much of it as at present
conducted we do regard as a waste of student and cspecially staff time. We have tended
to cut down :he amount of formal teaching practice, immenscly valuable though it may
be at its best, though that best it rarcly reaches, for two reasons. The first is to
emphasizc the great valuc that can be obtained from certain substitutes, such as micro-
teaching, and other methods involving audio-visual aids, and secondly, and much more
important, because we want to make a rcality of what is now called the probationary
year, that is the first year of actual teaching.

In a fow very good schools the ncw teacher gets support and guidance from his
more experienced collcagues as a matter of coursc. 1 did myself when I was a young
teacher, and the debt 1 owe to those colleagues is more than 1 can say. But this was an
abnormal cxpericnce. How can we make it, if not the rulc, at any rate, not exceplional?
We have suggested that in his first ycar of teaching, that is his fifth ycar if he isa
graduate, his fourth if he has secured a Diploma, the teacher, although on full pay,
should only teach for the equivalent of four days a week. The fifth day should be free
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for him to attend a protessional center for seminars and discussion, where he will mect,
not only other probationary teachers but experienced teachers on in-service training, and
have the benefit of contact with lecturers, inspectors and those others associated with
such a center. We can sec the difficultics, often geographical, of such an arrangement. We

belicve that they can, and must, be overcome, for the assurance and support that sucha’

regular. contact with others cngaged in the service of education could give to a young
teacher would be of incalculable valuc.

We also make another proposal which we belicve will have an important effect on
the development of the incxpericnced teacher. That proposal is that in every school a
suitably cxpcericnced member of the staff should be designated as a professional twtor,
being normally given a lighter teaching timetable. His task would be to cxercise general
guidance over the work of the probationary tcacher, and in addition he should
familiarize himself with the ficld of in-service training so that he could advise all his
collcugues on suitable courses to attend. In very small schools the headteacher would no
doubt act as the professional tutor; in very large oncs it would be neccssary, no doubt, to
“have several such people. But 1 do not think we can doubt the valuc of making universal

and formal an arrangement which has always cxisted in an informal way in a few very
good schools. .

At the end of this probationary period the teacher will be fully qualificd. 1 is our
suggestion that he or she should then obtain a degree. lle or she has, after all, success-
fully completed at lcast two years of academic study; they have then had onc year’s
piofessional study of cducation, and finally they have completed successfully a year,
four{ifths of which has becn devosed to the practical side of their profession, and the
remainder fo further learning, thougiit and discussion. Surcly such a four-year course
combining the academic and the practical, personal with professional education, is
worthy of the B.A. (d.) which we propose? Yet it is this proposal, perhaps more than
any other, that has raised the temperature of criticism of our Report. Apparcntly there is
a Platonic idea of a “*degree” which, in spitc of the history of British universitics in the
nineteenth century, in spitc of degrecs in brewing in the twenticth, make its virginity
intact from anything as banausic as the art of teaching. | mysclf have often been
criticized as being an elitist. Insofar as | believe that academic studics, and the
universities as their home, have a unique part to play in a humanc socicty, this is truc.
But it is the nalure and function of universities that 1 am concerned with, rather than to
prevent skilled and cducated people acquiring the label of a degree, should they so wish.

This lcads me naturally to the last part of our Report. It is concerned with
administration rather than education, and hence is tac dullest, and yet has arouscd more
controversy than any other; presumably because it is concerned with power and prestige.
At present in the United Kingdom the colleges of cducation and the university dcpart-
ments have been linked with a unjversity in an Institute or Arca Training Organization
(ATO). It is through the parent university that their certificates arc validated. The smalt
minority of their students who obtain a B.Ld: degree obtain it from that university. My
committce has reccommended a very substantial modification of this machinery. instead
of university dominated ATO’s we propose a nctwork of regional committees. Those
committees will, of course, have representatives of the universitics in their arca, but they
will also include representatives of all those with a concern for the cducation and
training of teachers: polytechnics, the Open University, local cducation authoritics, and
the Department of Education and Science. Most important of all they will have sub-
stantial teacher representation and still morce representation from the colleges of cduca-
tion, since it is after all these institutions that are the main concern of these Councils.

We have, indced, gone further than simply modifying the control of the organiza-
tions controlling the colleges in an area, for we propose that universitics should no longer
genenally validate the awards made by colleges, whether those awards arc the Diploma of
Higher Education or in the case of some colleges, a degree, although we could not, cven
if we would, actually prohibit a university validating the awards of particular colleges
should it desire to do so as some probably will. But we have made no secret of the fact
that we would prefer the validating body to be the National Council for Academic
Awards, a Council sct up to supervisc thc award of degrces in polytechnics, and which
has been most successful in fulfilling that function.
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1t would be idlc to deny that tlic proposals we have made both for the new councils
and for the validation of awards have met with bitter criticism. And in many ways onc
can scc why this should be so. Many of thosc working in the colleges of cducation value
greatly their connections with univetsitics, however tenuous that connection often is in
practice. The universitics, it is undeniable, stand at the summit of the academic
hicrarchy, so that there is a certain prestige involved in any association with them.
Further, they arc autonomous bodics uncontrolied by local education authoritics, and
only indircctly controlled by the central government, so that many in the colleges feel an
assurance of academic freedom by being associated with them. Many teachers take the
same side in the controversy since they look forward to the day when teaching is an
all-graduate profession, and when all teachers possess what they regard as a “proper”
degree, that is to say onc awarded by a university. In the face of these decply held
convictions why did we on the Committee take a contrary view? 1 will refer only to two
of the arguments that influenced the majority of us. The first is that the universitics, as
we know them, are devoted (o rigorous studics in depth over a fairly narrow ficld. Such
studics arc appropriate to.the future specialist teacher of onc or two subjects at a high
academic level. But they are not the kind of broader prepasation that we wish the
majority of teachers to have, and which universitics ar¢ not really designed to give. There
is a danger that false rigor and a bad kind of academicism can flow from a desirc to
attain what arc called university standards in ficlds where such an approach is misguided
and for students for whom for one reason or another it is inappropriate.

The second linc of thought relates to the liberty of the colleges. We fecl that they
have now rcached a stage in their development where they have passed beyond the need
of tutclage. Association with universities they will undoubtedly continuc to have, but it
will be morc fruitful if it is bascd on a greater independence to discover their own
individual rolc in the pattern of higher education, in the same way that the polytechnics
arc doing. They are, we believe, more likely to do this as regards their curricula, their
methods and their ultimate objectives if they work with the National Council for
Academic Awards and validate their own qualifications once their suitability to do so has
been approved by that body. | have said that these proposals arc deeply controversial,
~ and it would be wrong if | asserted too dogmatically cither that the changes proposed by

. . the committee were the only right ones, or still less that they will ultimately be
followed. Nevertheless, | believe that the controversy itself has done good, for it is
leading to a great deal of fresh and hard thinking about the form and content of the
education and training that we nced to prepare teachers for the challenges that they face
today, and about the possible role of the colleges in an cxpanding system of higher
cducation. But we must never allow oursclves to forget in this controversy and planning
that bchind our reports, beyond our administrative arrangements, transcending our
wrangles about prestige, there are children hungry for knowledge, anxious for help,
demanding opportunity, and it is for thesc that we must ultimately be concerned.

‘News of Teacher Education in Peru

“ . The Pedagogical Institutes in Peru, the highest official level of teacher cducation,

) are currently undergoing an cvaluation of their structures and functions in preparation
N for conversion into institutions of the “Sccond Cycle of Higher Education™. At the
; conclusion of this process, these cestablishments will be cntitled to offer the Licenciado
degree in the same manner as the univeristics presently do.

The new Educational Law, which came into cffect carly in 1972, has introduccd
the requirement of servicio civil de graduandos. Under this new arrange ment, no college
student can receive a degree until he engages in some form of community work for a
g period of “no less than fourtcen months.” The Representative Council of Peruvian
: Universitics, CRESU, has been Siven the responsibility of implementing this new requircs
: ment.
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CHALLENGES AND PRESSURES FOR
REFORM AND INNOVATION

CHALLENGES FOR TEACHER EDUCATION IN EAST AFRICA

W. SENTEZA KAJUBI

Director, National Institute of Education
Makerere University

Kampala, Uganda

The selection of Nairobi, Kenya, as the site of the 1973 ICET World Assembly
provides an opportunc moment to take East Africa as a case study and to reflect on the
problems facing teacher cducation in the developing world.* 1t would be difficult to
exaggerate the importance which East African countries and indced all countries of the
developing world attach to education as a lever of social and economic change. East
African governments spend 20 to 30 per cent of their annual budgets, or 4 to 6 per cent
of their Gross National Products on education. Parents spend large proportions of their
meager incomes to pay school fees and also build **harambee’ or self-help schools for the
education of their children. Children walk long distances 1o school, often forego a
mid-day meal, and cram the contents of partially digested foreign textbooks in order to
go over the hurdles of examinations. The importance of formal education as a means of
advancement on the socio-cconomic ladder is almost everywhere taken for granted,

Yet, despite this public zcal and heavy investment in education, the gap between
educational supply and demand in these countrics is wide and increasing as is the gulf
between the rich and poor nations of the world. Only about 40 to 50 per cent of the
children of primary school age arc actually enrolled in the primary schools of these
countrics, and only about 10 per cent of those who complete the primary school, or 3 to
4 per cent of the relevant age group, are able to find places in secondary level
institutions, while fifty per cent or more of the adult population cannot write or read.
There is such a narrow bottleneck at the end of the primary school, and at the entrance
to the sccondary school, that the streamn of primary school leavers for whom neither
sccondary school cducation nor cmployment opportunitics in the modern sector are
available constitutes a major problem. The figures in Table | on Kenya show that the
“index of opportunity,” or the number of secondary entrance places for every 100
primary school leavers, is not only very small, but is also declining.

TABLE L

Number of Primary Schoo} Leavers Gaining
Places in Aided Secondary Schools in Kenya, 1964-67.

1964 1965 1966 1967

CPL Candidates in
Preceding Year 62,125 103,400 150,000 150,000

Sccondary Places 8,956 11,529 12,754 14,000

Index of
Opportunity 14.4 11.2 8.5 9.3

Source: Kyale Mwendwa: “Constraints and Strategy in Planning Education™ in James

Sheffield (¢d.), Education, Employment and Rural Development. Nairobi: Last African
Publishing llouse, 1967, p. 278.

Although East African countries are under-populated in terms of absolute numbers,
the population density being only 46 per square mile, the annual rate of population

*Some of the ideas cxpressed in this paper are based on a paper by the same author,

“New Dircctions in Teacher Education,” [International Review of Education,
XV11/1971/2, pp. 197-207.
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growth is very high (between 2.5 and 3.5 per cent). Moreover, the proportion of the
population which is composed of children is also comparatively very high, while that of
childrcn between one and five years is not only high but also increasing. It is estimated
that of the 30 million people living in these countrics today, almost one-half are under
the age of 15 years. This high ratc of population growth and the high ratio of school age
or dependant children to productive adult workers pose a major problem to East African
countries. The children are not only unproductive, but they consume a propor tionately
hiigher share of the social services such as health services. There is the danger that
education may continue to be available to a progressively smaller proportion of the
school age population unless the East African economies sharply increase their rates of
growth, or steps arc taken to raise the yield of educational resources, thus coping with
niore students without consuming a tnuch grcater proportion of national resowrces.
Otherwise East African countrics, like Alice in Wonderland, may have to run js fast as
possible just to keep in one place.

Another problem related to the rapid demographic growth and relatively
diminishing educational opportunities, is the fact that the number of new employment
possibilities generated by the economies is rather static and in some cascs diminishing.
Despite considerablc injection of capital into the East African economies, few additional
employment opportunities in the urban sector appear to have been created in the last
few years to absorb the stream of primary and secondary schon! leavers. In Uganda, for
example, the total estimated number of adults in gainful employment remained stagnant
in the ten years between 1955-1965.

Another educational problem which East African countries face is that of the low
academic and professional qualifications of the primary school teachers. In Uganda, for
example, in 1968, 25 per cent of the total primary school teaching force of 20,000 were
Grade 1, with only six years of primary education or less plus two yeurs of professional
training. About 50 per cent of the primary teachers are Grade 1l with seven years basic
education plus four years of professional training. Of the 53,500 teachers in the primary
schools of Kenya in 1966, 30.5 per cent were untrained and 28 per.cent had only the
certificate of primary education or less. In Tanzania 9,500 are in the C grade with formal
education of more than eight years plus two years of professional training. Many of these
teachers find it difficult to keep abreast of new teaching methods. The result is that
teaching techniques are often formal, consisting of drill on the part of the teachers and
leaming by rote on the part of the children.

The dearth of adequately qualified local tutors in the primary teachers colleges also
poses 2 major problem. In Kenya and Uganda, there is still a large proportion (50 to 60
per cent) of expatriate teachers in the teachers colleges. Of the East African tutors
teaching in these colleges, less than 10 per cent hold a bachelors degree. While Tanzania
has almost completely Tanzanianized its teacher training college staffs, most of the
tutors hold no academic degree. The problem of localizing the staffs of the teachers
colleges and schools is, therefore, one of numbers and of raising the professional and
academic quality of the teachers.

The Uganda Education Commission commenting on the problems outlined above,
posed the following question:

"When over half the nation is illiterate and the people clamour for education;
when teachers are in short supply and inadequately trained; when Government
and industry demand trained recruits; when unemploy ment is widespread and

increasing; when the country is poor, what policy should the Government
pursuc?”?

East African countries and indeed all countries of the developing world are faced with
the formidable problem of devising educational systems and teacher education programs
which are relevant to their national needs. Those developed in the colonial period and
which were taken over almost intact after independence, were not designed to solve
these problems. As Mwalimu Nyerere, President of the Republic of Tanzania, states in
his Education for Self-R cliance:

**The most central thing about the education we are at present providing is
that it is basically an elitist education designed for the interests and needsof 2
very small proportion of those who enter the school system. ...it is designed
for the few who are intellectually stronger than their fellows; it induces among
those who succeed a feeling of superiority and leaves the majority of the
others hankering after something they will never obtain. 1t induces a feeling of
inferiority among the majority and can thus not produce cither the egalitarian
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socicty we should build, nor the attitudes of mind which are conducive to an

cgalitarian socicty; on the contrary it indurcs the growth of class structure in
our country.”?

It is, therefore, realized that the values and objectives of education have to be redefined.

An cducation system dominated by cxaminations and aimed at preparing school
children for sccondary school, and sccondary school children for university, can never
meet the needs of a developing socicty such as that of East Africa. Efforts arc, therefore,
being made’ to make cducation at all levels, but especially at the primary level, more
practical and agriculturally oriented than has been the case in the past. There is no
doubt, however, that the key to raising and rc-oricnting the quality of primary and
secondary cducation and thus affecting the rate of national devclopment lies with
teacher cducation. In a rcal sense, as teacher cducation gocs so goes the nation. The
objectives and mcthods of teacher cducation must be re<examined most critically in
order to produce a new kind of teacher in these countrics. -

In Tanzania where this trend has moved furthest so far, following the Arusha
Declaration on African Socialism and Self-Reliance, the objectives of teacher cducation
have been re-defined and the curriculum of teacher cducation has been drastically
altered. The objectives of teacher education in order of importance are:

—=To educate the studei:t in the true meaning of the Tanzanian concept of
“UJAMAA," that is, mutual assistance or *‘familyhood;”
~To train the students to be dedicated and capable primary school teachers with
understanding of the children placed in their charge; and lastly
~To deepen the students’ general education.

Attempts arc being made toachicve these goals in a number of ways such as:
~The introduction of “National Education™ as a major constituent of the subject
formerly known as Principles of Education in which much greater attention s being
paid to dcevcloping attitudes of leadership and awarcness of current political
problems and aspirations among the future teachers.
~The introduction in all colleges of an assessment formula which trics to measure a
student’s social attitudes and national spirit.
—A dctermined effort to revive national cultural activitics, cspecially through the
arts.
—An cmphasis on civics as a subject to learn and to teach later in the schools.
—A continuous cffort to rclate other subjects, particularly geography, history and
literature, to Tanzania and to Africa.
—A remarkable increase in the usc of Ki-Swahili as a medium of instruction and a
language of com munication in the colleges and schools.

In addition, all students do national scrvice, during which they lcave the college for at
least six months to participate in community projects and physical training.

The Conference on Education, Employment and Rural Development held at
Kericho, Kenya, in 1966, focused specifically on the crisis precipitated by the flood of
primary school lcavers who could not find w%gc-caming urban cmployment and who do
not fit into the vural sector of the cconomy. Partly as a result of that conference, and
following a gencral trend since independence, cfforts are being made in Kenya and
Uganda to re-definc the objectives of teacher education and to re-shape both the valucs
and structurc of education in gencral to give greater cmphasis to those aspects of
education which arc likely to stimulate rural development and transformation. Another
conference held in Nairobi in 1971 under the auspices of the Universitics of Eastern
Africa cxamincd further the “Role of Tcacher Education in promoting Rural
Transformation.”?

Programs for training tcachers of agriculture and technical subjects have been
instituted at Egerton College in western Kenya, and at the Kenya Polytechnic in Nairobi
respectively. It has also been rccommended that experienced professional educationists
with a basic training in agriculturc or agricultural science should be appointed to the
staffs of all tcachers colleges in Kenya to ensurc that science subjects in the schools will
be taught by teachers who have themselves been taught to appreciate and understand the
principles and problems of agriculture. Village polytechnics have also been cstablished in
parts of Kenya to cater to young people who cannot be absorbed by the formal school
system.

In Uganda, Makerere University has incorporated the teaching of agriculture in the
post-graduate course for the Diploma in Education, and thete arc plans 10 cxpand
agricultural cducation in the secondary schools. A UNESCO pilot project aimed at
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ruralizing the primary and teacher cducation curriculum is also underway at the
Namutamba Teachers College in Mubendc District.

Conclusion

While it is accepted that the development of authentically national systems of
cducation which enable the individuals to achicve a harmonious and positive rclationship
with their environment is cssential, no onc should be under the delusion that the
ruralization of the curriculum of teacher cducation institutions and the schools will be a
panacea to the rural cxodus of school lcavers. These problems are not entircly nor
principally cducational. They have their roots in cconomic considcrations, namely in the
great disparity in cconomic opportunities and standards of living between the ruraland
urban arcas. As Sir Arthur Lewis once aptly pointed out, as long as we tax farmers in
order to build tarmac roads, sccondary schools, and hospitals not in the rural arcas, but
in towns, a young man who leaves school and goes back to the rural arcas ought to have
his head cxamined. The real solution seems to be in the direction of programs of rural
development and transformation. 1t is village and small town development, extension of
health and cducation scrvices, water supply, construction of access roads, and the
organization of marketing for produce that will, in the last analysis, induce school lcavers
and adults alike to remain in the rural arcas.

There is also a great nced to close the gap between the formal school and adult
cducation. The young pcople on whom schools focus most of their attention and public
spending will take a long time before they become adult producers. Socicty cannot wait

;o : until the primnary school children of today become adults to.get the cconomic and social
: development it desires now. There is a necd to pay nore attention to the cducation of
adults and to integrate the schools in the community so that the school becomes a
community and cultural center, a place where not only the young people come for
formal education, but also adults for continuing and lifc-long education.

There is no arca in which there is more urgent and continuing need for reform than
that of the professional cducation of teachers. If the developments mentioned above
were to become a reality, a new type of teacher is essential. We must prepare teachers
who are not only good classroom opcrators but also community leaders. They must be
traincd not only in the techniques of teaching young people but also in adult cducation
and group dynamics. They must be sensitized to the imperative nced for national
integration and economic development. They need to have a deep conception of the
nature of society and of their own role in influcncing the shaping of social goals. They
need to know much more than those things which immediatcly impinge on the academic
welfare of their pupils. They need a deep understanding of the main social, political and
cconomic problems of their countrics and the role which cducation can play in ;
alleviating, if not climinating, those problems. Above all, as thc second Kenya ;
Confercnce on Teacher Lducation in 1968 cmphasized, teachers should acquire skills
through their own independent study and through problem-solving rather than through
the usual lecture method alone. ' ’

The Association for Tecacher Education in Africa (ATLEA), convinced that a new
and more effective kind of education is needed for teachers of today and tomorrow,
convened a conference in Uganda in 1971 to focus basically on “Reform in the
Professional Education of Teachers in Africa.”5 This conference recommended the
launching of programs of research, seminars and workshops to develop new courses and
tcaching materials for the professional component of teacher cducation. It is my hope :
that therc will be the closest cooperation between 1CET, aid donors and ATEA in these !
endeavors to reform the professional education of tcachers.
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Current Problems Of Teacher Education And Advancement In Poland

STANISLAS KRAWCEWICZ

Director. National Center for In-Service Teacher Fducation
Ministry of Education

Warsaw, Poland

The accelerated rate of development in science and technology together with the
recent cultural and social transformations require that school structures respond to new
and always increasing tasks. The socicty expects the educational system to play a more
important role in developing the cconomy and culture and in linking the processes of the
latter with the continuing revolution in science and technology. During the last guarter
of this century, the Polish educational system accomplished great progress in increasing
the number of schools and teachers, prolonging the duration of schooling, and in
modernizing the cducational process. The recent demographic cxplosion having ended,
the number of children in schools in visibly decreasing, which makes it possible to
strengthen the major institutions while simultancously consolidating or closing the small
oncs. The present educational system, which served well during the postwar period of
rebuilding, does not, to a sufficient extent, guarantee the progress we would like to
accomplish during the forthcoming period. Therefore, we are preparing a new cdu-
cational reform. The work of the EZxperts Committee, appointed to examine the present
state and future of cducationin the Polish Peoples® Republic, is almost completed.

The teacher has found himself in a new situation, The youth of today obtain their
knowledge, and it is increasing all the time, outside the school. The requircments that
the teacher and the school arc supposed to meet arc increasingly becoming those of
assisting the students in cvaluating the knowledge acquired clsewhere, organizing it and
revealing its applicability, as well as making the pupils independently capable of ac-
quiring ncw information, valucs and cxperiences. The pupils® conditions having been
transformed, those who preparc the teachers for their work are set the task of making
them “‘open™ to the changes and inspiring them with a positive attitude toward the
innovation. The practice, applicd until now, of adapting the tecacher to conditions con-
sidered to remain unchanged during the whole of his professional carcer, turns out to be
cntirely irrclevant and cven prejudicial. 1t is obvious that the development of flexibility
and responsivencss is much more difficult than preparation for constant conditions.
There is, then, a question of great importance: how far is this new situation being
considered in regard to teacher education and improvement? Unfortimately, the teacher
is being cducated, in great part, as he always was. The new situation sets before the high
schools and other institutions for the cducation and upgrading of the teacher the task of
introducing significant changes into the substance and methods of tcacher cducation.

The transformations in professional teaching arc in great part determined by the
staff available for the educational system. During the past twenty ycars, Poland has
continuously facked tcaching staff, duc partly to the significant loss of more than twenty
per cent during the war. The dynamic development of the various types of schools,
especially Kindesgartens and primary and professional schools, produced a profound
need for sufficient teaching staff. The demographic explosion made the situation cven
more difficult; from 1952/83 to 1959/60, thec number of primary school children
increased by sixty per cent. Finally, tcachers moved into other sections of the cconomy,
the state administration and political and social organizations being the most popular. As
there was a lack of resources to satisfy, even with respeet to quantity, the cducational
requircments, there was an cnormous percentage of teachers without the proper qualifi-
cations for work in the primary schools. For cxample, the percentage of non-qualified
teachers in the particular years was as follows:

1946-24.4%, 1948—26.0%, 1949-42.5%, 1950-24.9%, 1951-26.2%, 1952-24.5%, 1953-21.3%,
1954-16.3%, 1955-10.7%, 1956- 8.0%, 1957~ 5.5%, 1958- 5.5%, 1959~ 5.4%, 1960~ 3.7%.

Presently teachers arc being cducated on the. following levels: the Kindergarten
tcachers at the pedagogical sccondary schools of five years duration; the cight ycar
primary school tcachers at the tcachers higher schools of three years duration; the
secondary school tcachers at the higher schools, the university being the modcl. The
existing differences in the levels of education acquired by the cducational staff has
resulted in some consequences of a certain complexity. The question of fundamental
importance is the lack of articulation within the differentiated cducational system since
cach typc of teacher cducation maintains a closed program-and-mcthods structurc all its
own. Also, as a result of the multistage cducation, there is still a considerable group of
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practicing teachers and tutors who continue 10 be educated by attending the various
forms of evening studies or extra-mural courses. This manner of getting an cducation is,
as is commonly agreed, arduous, as well as of insignificant cffect. Morcover, the sur-
mounting ot the present shortages is to be accomplished with the realization of a full
higher cducation for all teachers. The Polish cducational system has presently obtained
all the fundamental ‘requireinents to make it paossible tfor teachers of all the kinds of
schools and of all the specializations to acquire, in principle, higher education of the
university type.

The accelerated rate of development in science and technology being the existing
condition, it becomes important not only to prepare a teacher for his work, but also to
maintain his cfficiency during the whole period of his professional activity. Lvery
modern cducational system of today is supposed to not only deliver the high quality
teaching staff, but also to provide for the permanent renewal of qualifications, according
to changing requirements. There are two fundamental and complementary clements to
be considered: advancement obtained in the course of daily work in the school and
advancement obtained by attending the longer, systematic courses in which the rencwal
of knowledge is the basic purpose. In our cducational system, while the organization for
enabling the teachers to improve their qualifications in the course of the work at the
school is well developed, the forms of systematic improvement, especially when bound
with the higher schools, other scientific institutions, and the institutes of teacher edu-
cation, still require developing.

After considering the problems of teacher cducation and improvement according to
UNESCO recommendations and the specific needs of the educational system, we are

- presently attempting to accomplish-such changes in cducation and improvement, which

will eventually result in a system of continuing or permancnt cducation. Creation of a
uniform systein of permancnt teacher cducation being the slarting point, the im-
portant question is to plan the whole period of the professional activity. The cxisting
forms of cducation are characterized by dispersed activity. There is a necessity to bring
the particular forms of permanent cducation into relationship to make all the stages of
the teacher's professional development form a complete, internally united pattem. The
main task of thec pcrmancnt cducation system is to make the cducational personncl
continually familiar with developments in science, pedagogical and social knowledge, as
well as new advances in cach specialization. The system must assure the possibility of
advancement and sclf-education to cvery teacher without regard to work conditions,
type of school, specialization, and position occupied in the educational system.

The tasks and problems at the moment of interest in the Polish educational system
arc associated with raising the level of the: practicing tcacher’s qualifications, and
developing an intcgrated system for the training of all new tcachers at the level of higher
education. IFrom among 336,000 full-time¢ employces in the cducational system, 48,000
of the tecachers have graduated from the university with the M.Sc. degree, 10,000 from
the professional higher schools, 187,000 werc cducated at the tcachers’ colleges and
86,000 at the pedagogical sccondary schools. The fundamental tasks of the teacher
cducation system arc concerned with improving the qualifications of the tcaching staff
to the professional higher school level. It is presumed that this task can be accomplished
by the carly nincteen-cightics. The system of teacher ed ucation is thus being transformed
to phase out thc multistage cducation and to creatc the united and integrated system
of education. The professional advancenent of the teachers is linked in great part
with the higher schools which arc growing more significant. Every five or seven ycars, the
cssential and pedagogical knowledge should be revicwed by cvery teacher. There arc also
the specialized centers for professional improvement now being developed. These
advancement centers provide systematic programs, particularly designed for the subject
matter specialists and carricd out with the cooperation and close association of the
scicntific institutions and school administration. The professional advancement centers
connected with the higher schools and institutes have sufficicnt space, continuously
rencewed specialized literature, as well as recreation facilitics.

" The utilization of thc mass media in education and the advancement of the teachers
is incrcasing. There is a special broadcast service on the radio and TV dealing with
contcmporary problems of pedagogics, psyschology and other social disciplines. In 1973,
the Teachers’ Radio-TV University will be underway, primarily to cducate the practicing
teachers at the secondary school level. The conduct of the transformation processes in
the domain of cducation must be based on thorough scicntific research and more useful
statistical data conceming the tcaching profession. More intcgration should be ac-
complished in this kind of rescarch and the Institute for Education of Teachers has been

created for this purpose.
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TEACHER EDUCATION IN FRANCE

Jean Mounolou
Lecturer, Ecole Normale d'Institutrices
Rordeaux, France

Primary and secondary school teaching is becoming an increasingly difficult job as young
people. disturbed by the radical changes taking place in socicty and its mores, beconic
increasingly demanding and restless. The functions and purpose of teaching arc changing
profoundly as a result. Against this background, attempts have becn niade by the
Ministry of Education and the teachers' organization to re-think our tcacher cducation
systent. It is indced a process of re-thinking and not simply onc of making adjustments.
Although it might appear sclf-cvident that future tcachers must be given a solid
grounding in the subject or subjects they are going to teach, it is necessary to reiterate
the importance of the “academic™ side of training, to usc the internationally accepted
terminology. It should be added that in France, which is a country with a tradition of
intellectualism, the piimacy of academic work in the training of sccondary school
teachers has never been challenged, but it was not cxtended until October 1968 to the

training of primary teachers who were required to have no more that the paccalaureat up
to that time.

Pre-Service Training for Primary School Teachers

In 1946, when the training colleges closed by the Vichy Governmient reopened, the
training of primary school teachers consisted of three ycars of preparation for the
haccalaurcat plus onc ycar of professional training. The teachers® organizations, however,
had long been asking for a professional training lasting two years. The Government
finally conceded these two years of professional triining after “the cvents™ of May 1968,
and it was agreed that a part of the training of primary school tcachers should be at the
level of higher cducation. Thus, from the start of the academic year in October 1968 the
coursc was lengthened by a year and part of their training in mathcmatics and linguistics
is now at an advanced level. The ministerial commission on the training of primary
school teachers canic to a clear-cut decision that the two-ycar stage should be rapidly
superseded and replaced during a transitional period by a three-year professional training
coursc, 10 be followed, finally, by a four-ycar academic training program plus one year
of profcssional training. The introduction of this new system will certainly take some

time, which can only be shortened if the Government makes the nccessary funds avail-
able.

In addition to the changes in the length of the courses, changes have also been made
in their content, based on the following fundamental idcas:

(1) knowledge cssentiai for a polyvalent kind of teaching: linguistics, mathema-
tics, and basic notions of methodology and cpistemology;

(2) knowledge of the child and the adolescent: instruction in these subjects should
primarily provide the teacher with a clearcr idea of what he is doing. Although
psychological studics arc a key clement, they are not to be thought of in any
way as a form of specialization. The idea is essentially to provide the prospec-
tive teacher with the psychological frames of reference and tools of analysis
which he needs for a clearsighted approach to his role as teacher and cducator;

(3) the study and application of methods and means of education and instruction,
linked with cducatior:al research;

(4) physical cducation, nandicrafts and aesthetic cducation;

(§) the practical study of a modern language;

(6) consideration of the endsand means of all cducation: social anthropology and
philosophy of cducation.

To complete this rapid outline, we should add that during the first year of their profes-
sional training, pupil tcachers spend short periods becoming familiar with the work of
the various classes of primary or nursery schools. The first term of the second year is
devoted to teaching practice during which they assume responsibility , for thrce months,
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for a class whose normal teacher has voluntcered to tuke a refresher course at the
taining college. During this period, the pupil teacher is dirccted, assisted and advised by
the staff of the school, the lecturers from the training college, the inspectors and their
cducational adviscrs. In addition, the class’s usual teacher comes back cvery Saturday
morning to sec the student teacher and to ensure, in this way, a certain continuity.

In-Service Training for Primary School Teachers

Since the start of the academic year in October 1969, a ccrtain number of primary
school teachers have, on a voluntary basis, been taking threc-month refresher courses at
the departement training colleges while student teachers take over their classes, The first
point to note is that the number of volunteers has always been greater than thec number
of places available. The purpose of these courses is to give teachers a detailed and
well-documented introduction to the new objectives of primary cducation. This is made
necessary by the raising of the school-lcaving age and the fact that secondary cducation
is now available to all, by the nced to prepare children for lifc in a world which is
constantly changing, and the increasingly strong influcnce on their cducation of what has
come to be known as parallel education. A clear understanding of these new objectives
and the practical rcasons for them also throws light on the changes in content which
have been recommended for certain subjects. Those following the refresher courses must
takc not only the specific nature of the subjects but also their interdependence into
account.

Study of these vital theoretical aspects of the various subjects must always lead to
practical applications in cducation. Teachers attending the courscs are therefore urged to
reconsider the aims, cducational significance and the demands of genuincly practical
methods and to practice using various audio-visual aids. The theorctica) constderations
and ideas must be continually comparcd with the practical realitics of cducationat
activity in the primary school. A large proportion of the coursc is thus dcvoted to
practical work, discussions, group rescarch and tcam work. The aim of these in-service
training courses is hence to provide a direct answer to the daily problems cicounicred by
teachers in their actual work. The courses, however, aim for an impact not only on the
teachers’ techniques but also on their knowledge, attitudes and behavior paticms. The
syllabus therefore takes account not only of the requests of those following the course
and of the nceds of the moment, but also of the gencral needs of education.

These courses have involved up till now no more than a minority of teachers,
though a large onc (21,500). The problem of their rapid and massive cxpansion had
become a fundamental issuc for the tcachers’ organizations, who wanted an improve-
ment in the qualifications of all tcachers and not additional qualifications for a few. Ina
reply in Scptember 1971 to the Sccretary-General of the Syndicat National des Insti-
tuteurs (primary tcachers’ union), the Minister of Education said that he agreed to the
union’s request that an in-service training plan should be studicd, adding: *this plan will
thus be the subject of a detailed study in which you will be asked to participate.” After
six months of ncgotiations between the Ministry and the union, the plan has been agreed
upon. During his carcer, cach teacher will be entitled to one year of further training in
addition to his initial training. The plan wilt be fully operational within six ycars and
calls for the cstablishment of supply teacher positions. On March 21, 1972, the Minister |
published the document giving the outline of the plan and indicating how it would be ]
put into practicc. The first batch of scrving tcachers to take a onc-ycar training coursc
should thus enter the training colleges in September 1972,

The Education of Training College Lecturers and Secondary Teachers

There has been no special training for training college lecturers since 1946. Their
union, the Syndicat National des Professcurs des Ecoles Normales, has continually
pressed for study of this serious problem and has continually put forward solutions. In
1972, the Ministry at last provided special courses for training college lecturers (three
centers, 170 trainces, courses last six months) and shorter courscs for training college

]: \l)‘ C lecturcrs and departement inspectors at the national level and by cducational districts.
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This situation is particularly confused in classical, modorn and technical sccondary
cducation. Teachers may be recruited in a great varicty of ways and training standards
differ widely. To add to the multiplicity of catcgorics thus created, there are also
variations in salarics, working conditions, types of carcers and methods of administra-
tion. The Ministry of zducation has undertaken to remedy this situation, declaring:

The aim in principle is 1o arrive at a training common to teachers in all branches of
secondary education (long and short, gencral arts and technical) on the basis of four

years at university, with the leve) of specialization which this implics, followed by
one ycar of professional training.

Working on the basis of this statcment of intent, a ministerial cotnmission prepared anc
submitted a plan which was rejected by the universitics and teachers’ organizations. The
Minister appointed a new working group which began sittig on March 13, 1972. On that
occasion, the Minister concluded with these words:

1 hope to have your views within two months...Everyone in France is convinced of

the need for an effort to rencw the training of our teachers. 1 want you, by your
work, to help me fulfill these expectations.

A few partial measures have, however, been taken over the last few ycars. In 1969,
for example, the training of general teachers for colleges was cxtended from two to three
years, that is, two years at a university plus one year of professional training. In 1970, it
was decided that young graduate teachers with the Agregation would do a probationary
year ( cforc being established, and this was instituted at the beginning of the school year
in Scptember 1970. During this year, the probationcr takes responsibility for a class for
five hours per week. 1n addition, he has to do three training periods under three different
cducational adviscrs. Lastly, the 1972 budget provides the necessary funds for doubling

the length of the training course for teachers in colleges d'enseignement technique from
two ycars to four.

News of Teacher Education in Kenya

A Nursery School Education Project, funded by the Bernard van Leer Foundation
of llolland, was launchied in October, 1972, by the Child Development and Research
Unit of the FFaculiy of Education, University of Nairobi. The project, which will begin
with a pilot group of 30 expericnced primary teachers, is designed to develop a one-ycar
curriculum yor pre-school teacher training and to prepare tcachers and supervisors of
early childhood cducation. Presently, Kenya has 5,000 Day Care Centers enrolling some

200,000 children, but there is no prescribed curriculum and a dearth of trained
personncl in this specialization.

News of Teacher Education in Argentina

In November, 1972, the first group of teachers will be graduated under the entircly
new system of teacher cducation cstablished in 19;i. As described by Dr. Emilio
Mignone, metnber of the ICET Board of Directors and a major speaker at the 1971 ICET
World Assembly, the new system raises the education of primary teachers to the level of
higher education where a two-year course is followed. Dr. Mignone pioncered the
development of this reform as Under-Secretary of Education from 1969 10 1971,

At the National University of Comahue in Argentina, a necw Department of Edu-
cational Science has just been created to preparc tcachers and school administrators for
alt levels and to conduct educational research. Comahue University is located in southern
Argentina ncar the Andes in a region which has cxpericnced a major cconomic and
demographic boom in recent years.
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School Development and Teacher Eyiucation In Italy

SAVERIO AVVEDUTO and GINO SPECIAL.
Ministry of Public Instruction
Rome, Italy

Today. the Htalian school system is quite clearly undergoing a crisis. Not only the
tcachers and their pupils but also the educational authoritics are agreed on this fact.
Morcover, the palitical world has for some time admitted, without any significant excep- .
tions, that fundamental reforms arc nccessary to remedy this state of affairs. if, hitherto, !
it has been possivle to make only limited alterations to the educational structure, this
has been duc to the disparity of judgments made and attitudes taken by the political
partics and within the school world itsclf. To this must be added the fact that jaly is
currently cxpericneing all the upheavals of the major structural crisis which is the incvi-
table outcome of the change in the last (wenty-five years from a predominantly agricnl-
tural cconomy to a predominantly industrial onc. In this transformation, education is
not the only sector displaying ruinous macroscopic defects and thercfore in need of
radical intervention. The urgency for a large series of reform measures in almost all the
sectors of associative Jife has. perhaps, consituted a brake rather than a stimulus for
change. There arc, however, those who consider that the delays and uncer taintics as to
how to procced must be ascribed to the lukewarm will for reform on the. part of the
cstablishment that has guided that country in the last twenty ycars,

The crisis afflicting the school is clearly a crisis of development. Roughly speaking,
in the last decade the increase in enrollment has doubled that registered in the previous
ten years. The trend is expected to be maintained in the near future and, in fact, the
“School Plan’ cstimates that there will be a further increase of 1.5 million students in
the five years from 1971 to 1976. At the present time. almost the entire population at
the clementary level is attending school, whercas at the lower secondary school level the
attendance index is around 70 per cent. The boons sherws that in Haly there is in process
a transition from a school system that tended to benetit only the more privileged sector
of the population (the most well-to-do and the urban) to one which sccks to guarantee
the less privileged classes access to the higher educational levels, But at present this
process is barely sketched out. Larger sections of the society are beginning to benefit
from & richer cultural patrimony: socicty is opening towards new popular cultures which
have hitherto remained substantially outside the official cultural circuit. However, we
have the impression that this process is cvolving in the wrong way, from the social point
of view, by intcgrating the values that have developed within the popular world, in a
closed circuit and tainted by a low propensity for social cquality. The boom, however,
has ocenrred in an entirely casnal way: there has been no organie devetopment plan for
education and the “School Plan™ itself is no more than a hypothesis for development
upon which ncither the politicians nor the school world are called to give a considcred
opinion.

Italian Teacher Education In Transition

The only major structural innovation in Italy which has taken place since the war
has been the development of the compulsory school or the scgment covering cight years
of basic cducation which cveryone must receive, including five years clementary school-
ing and three ycars of lower secondary schooling. Many measures have been taken to
secure attendance for the full obligatory period which have yielded some appreciable
results. We have already obscrved that almost all school children complete the five ycars
of clementary schoollng and some 70-75 per cent the secondary studics. Up to now the
“Instituti Magistrali* (Tcacher Training Institutes) have been responsible for training, in
four-ycar courses of sccondary-level studics, the clementary teachers for the primary
cycle. It is gencrally agreed today that such a course is insufficicnt to train teachers
adcquately and that in the future they must reecive two years of university-type training.
This was the conclusion, for cxample, reached by the study committee sct up to re-
cxamine the cntire ficld of sccondary studics. All the same, the clementary teacher is
today traincd as such and is assigned a post through competitive examinations. Of the
201,000 tcachers of this level in state schools in 1969, only five per-cent were not
established that is, had not obtaincd tenure, :
: Very different is the case of the fower seeondary school teachers. Over half (58%) !
l: lC . of the 158,000 in 1969 had no tenured positions; 46 per cent ltad not taken the state i
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qualifying examination for teachers which university graduates arc required to undergo
in order to teach in the various types of schools. The lower secondary school, although it
represents the higher sector of the compulsory school phase, is far from having achicved
a settled order, since morc that half its teachers are in a precarious position. The lower
secondary school teacher receives no teacher training per se in the course of his unver-
sity studies. Tle takes o degree course that will put him in a position to teach at the end if
he so wishes, but he receives no training in the ficld of pedagogy, didactics, psy chology,
sociology or the economics of education that would enable him to enter teaching
cquipped with the cducational knowledge now considered indispensable. As regards
higher secondary education, the university docs not train a teacher but produces a
graduate in a given discipline such as biology, mathematics, engincering and the arts. The
graduate can apply for a tcaching post in the subject in which he has specialized or in
other related ones. A certain stability in his carcer is obtained if he passes the state
qualifying exam for tcaching, in which it is not so much his didactic capacity that is
mcasurcd as the general level of his knowledge in the su bject in which he has specialized.
The graduate obtains an established post once he has succeeded in the relatively competi-
tive cxamination. In 1965, 73 per cent of the higher secondary school tcachers were not
cstablished and 44 per cent had not even taken the state qualifying examination. In
1969, the situation had not substantially improved: the percentage of the former had
gone down to 68 per cent and that of the later still stood at 44 per cent. A good

two-thirds of the tcachers, then, were and probably still are teaching in a temporary
capacity.

The Biasini Report And Comprehensive Schools

Apart from these pumerical indicators, there are some other more subtle ones
which have been the subject of carcful study by a committee appointed to investigate
the ills of the higher sccondary school and identify remedics. The “*Biasini Committec™
completed its work a few months ago and in its report indicated the main lines for the
rcform of the higher secondary schoot system. The higher secondury school, it is recog-
nized, has grown in a chaotic way; “professional™ types of schools have prolifcrated and
specializations have multiplicd. In this manner, we have lost sight of a vital “cultural and
cducational principle,” which must be re-introduced if we are to give a more “fundamen-
tal cultural unity to the country.”™ The school must rclinquish the awarding of certifi-
cates that cnable immediate entry into cmployment, and devote more attention to a
*process of cultural and methodological unification of ltalian socicty.™ In practice the
higher secondary school as envisaged in the “Biasini Report™ will undergo an experimen-
tal phase that will last from six to cight years. The type of schoo! foreseen will providc a
five year program for all students. In the first two years, two-thirds of the teaching will
be common to all the pupils, assuming that compulsory schooling will be extended from
cight to ten years. The remaining third will be optional to give the pupils a chance to fest
and develop their particular interests and talents. The subscquent three year period will
reverse these proportions, two-thirds of the tcaching being given in optional subjects and
onc-third in a nuclcus of common subjects. The target is to create a comprechensive
school which will be achicved after experimenting with other cducational plans as well,
The higher secondary school as envisaged in the *Biasini Report™ should provide pupils
with a “cultural formation of a theorctical and practical kind capable of preparing them
to face the problems of work and socicty.™ 1t will be up to the professional training
institutes run by the regions to provide, on this cultural foundation, a truc and proper
professional training for the pupil leaving the higher secondary school.

The teacher appropriate for the comprehensive model will have fo have a solid
background in his specialty. as well as thorongh preparation in the social scicnces related
to cducation, professional cducation courses, and the techniques of modern teaching
mcthods. In short, what is nceded is a ty pe of teacher that does not as yct exist in ltaly.
To train him, it will be necessary to prepare and launch a widc-ranging program for the
upgrading of teachers-now in service which takes advantage of all the modern systems of
communication such as the press, radio, television and informative periodicals. A large
number of seminars on a national, regional, local and institute level will have to be
organized in order to upgrade 12,000 teachers in three years. The courses will last a
month and should cnable those attending to grasp the most recent devclopments in the
subject in which they tcach and the related teaching methods. A subsequent experimen-
tal in-service period of fifty hours will then introduce them to the essential principles of
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cducation scicnce. As regards the new cntry of teachers, cfforts will have to be made to

cnsure that before they leave the university they will be introduced to education science

and then attend a ycar's qualifying course once they have graduated. The qualifying

cxamination for teaching has alrcady becn abolished and will be replaced by qualifying

courscs whicl will start next September. The courses will last a year and should cnable

the teacher to become acquainted with the latest developments in his discipline and,

above all, modern didactic techniques. The courses, which will be organized on a regional

basis, will be developed essentially through seminars, practical cxcrciscs and group work.

The seminars can also be proposed by the student teachers. The course, which will be

given by particularly expert university faculty and higher secondary school teachers, will

be completed by a final examination. Beginning from the ycar 1973-1974 only qualified

personnel will be allewed to take up teaching posts. Obviously, as yct there is no

experience by which to assess the soundness or limits of this initiative; it can be said, .

however, that the previous system of the qualifying examination. has proved to be s
entircly inadequatc. In this new phasc, the emphasis is placed on introducing the teacher
to the cducational process. It aims at providing him with the clements essential for giving
his work a solid and fruitful pedagogical basis rather than measuring the level of his
specific knowledge of the discipline to be taught.

If the ideas are clear, the details of how to convert them into practice arc not. At
the moment much reliance is placed on the imagination and the willingness to innovate
of at lcast a part of the teaching force. 1t should be pointed out that this ncw movement
has not been reached quickly. For over a decade the various types of schools (senior high
school, licco, technical and professional institutes, art schools and clementary and lower
sccondary schools) have been experimenting with pilot courses for morc modern teach-
ing in the various subjects. A beginning was made with the introduction of PSSC in
physics teaching in a limited number of classes at the higher secondary level, a program
which had been recommended by the OECD and was favorably accepted within the
university and some scctors of the higher secondary school. The method was adapied to
the ltalian situation, seminars were held to train the teachers and from the beginning of
the 1962-63 school yeat, pilot courses were started. A similar move was made regarding
mathematics. Since. then, teaching according to the, new method has been extended and
as of 1970, 670 tcachers and 55,000 pupils have been involved in pilot courses in
mathematics and 4 70 teachers and 28,000 pupils in physics. Further courses were started
(1963-64) for chemistry in which, by 1970, 425 teachers and 25,000 students had taken
part. Since 1967, pilot courses in biology have been undertaken in a scientific high
school (lugo, Bologna) in which the entirc ficld of scicntific tcaching was changed
according to the new criteria, with carc taken to coordinate the dldactic techniques and
the tcaching programs. The experiment has been judged to have been a success. Special
seminars for the training of technical assistants have also been organized aud carcful
attention has been given to the choice of laboratory cquipment. Three central labora-
torics have been created (at Foligno, Lugo and Reggio Calabria) which today scrve as
truc and proper didactic and rescarch experimental centers for the science teachers in
higher secondary schools.

More recent initiatives of a similar kind have been undertaken in the humani.
disciplincs. In collaboration with the Gocthe Institute, the British Council and t..
French Cultural Service, didactic courses for forcign languages have been given in which
usc is made of language laboratories. Two higher sccondary schools have been equipped
with this apparatus and now serve as “‘central laboratorics.” Work scssions have been
directed to up-dating the teaching of civics and the ltalian language. Subscquently,
during a seminar in 1971, an attcmpt was made to cstablish an inter-disciplinary basis for
the teaching of the humanistic subjects in the classical high schools. Lastly, a fcw months
ago the cxpericnces gained by the teachers in the humanistic and scicntific ficlds werc
compared at a seminar in which an active part was taken by a number of pupils who had
experienced the new methods. There was agreement on the uscfulness of giving tcaching
‘a historical slant and devcloping the various subjects along the track of their historical
relevance. According to this point of view, cvery historicocultural cvent should be
compared with the parallel devclopment of socicty in scientific, technical and cconomic
fields as well as the social customs of the time. The study of the ltalian language is seen -
as an opportunity for creating a frame in which the clements of the historical reality are
contained. The teaching of the sciences is seen as a means of helping the pupil to develop
a speculative and operative logic, from the experiment to the law and its verification,
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Conclusion

This serics of attempts at didactic innovation, conducted prevalently and in 2 more
committed way within classical cducation (the scientific and classical high schools), was
initiated on the basis of a conviction: that the school is awaiting a radical reform, in ltaly
as clsewhere. In this perspective, to cxperiment with the new methodologies of teaching
and techniques of learning cannot but encourage the process of change. The attempts at
innovation have been finalized in the'sense of making teaching relevant to the maximum
degrec in order to take into account the social realitics expressed by socicty. In this way
it is possible to mect the nced, so profoundly felt by students, to relate to their own
times cvery new clement of knowledge offered to them. The vicissitudes of our socicty
are, it is considcred, definitcly worthy of study and thought in school.

The total for all educational services at the high school level, including in-service
cducation, amounted last year to about four million dollars, a figure which is regarded as

" cntirely inadcquate and which does not cnable the changes being pressed for on many
sides to take place. In an of ficial document of the cducational administration some time
ago it was explicity admitted that “the cfforts at up-dating that have been made so far
have not had an organic character™ to the point that their efficacy is called into ques-
tion. They must rather be considered as courses of “‘gencral information,” tending at
times to be fortuitous and cven “lacking in motivation.” If the sums involved arc mod-
cst, it must be concluded that the results are even more so. The steps taken so far are
limited to the creation of an *‘updating scrvice' within cvery level of instruction, which
acts as an instrument of the planning office of the Ministry of Education. This office is
planning to develop a very ambitious modernization plan. 1t has been hoped this year to
get a measure through that would have made an important contribution to the rencwal
of school cducation; an allocation of about 17 million dollars would have allowed the
cstablishment of three centers for educational innovation (in Lombardy, Tuscany and
Campania) where concrete programs of didactic experiments would have been carried
out and much up-to-datc material collected concerning the new educational technol-
ogics. 1t would also have been possible to cstablish clsewhere a center for the develop-
ment and production of cducational software and a third onc for high level documenta-
tion and rescarch in the ficld of cducation:

The extreme fluidity of the political situation has prevented the implementation of
these good intentions, although the funds necessary were alrcady allocated. We have here ;
one of those cases frequent in the reality of any country, but so particularly typical of :
Italy; we progress according to a strange succession of dance steps, onc forward and one :
(or perhaps morc) back! 1t must be noted that the allocation for 1973 is particularly i
large: 28 million dollars. ‘Fhe *‘School Plan™ cxpressly proposes a genuine pilot project :
for the upgrading of teachers. Thiree levels of intcrvention arc indicated: the school unit, :
the regional level linked with the university and the national level. To the first level will ;

be assigned the development of the “function of support for creativity.” to the sccond
two, the functions of research, the organization of innovation and in-scrvice cducatiot:.
The proposal is in the form of a gencral plan; as such, it contains the indications of the
aims rather than the operational details. It shows the intentions rather than providing a :
truc and proper working plan. ;
: The problem of cducation is certainly very much to the fore in ltaly today. Other ;
e countrics arc looked to cagerly and idcas arc developed concerning planning issucs, cven :
within the political partics themselves. The pressurc coming from the students, which in - !
recent years has been considerable, has scrved to provoke thought and to start moving
sonic of the cogwheels of the complex machinery in the educational structure. Certainly,
the idcas are now much less confused than ten years ago. The pressure of the reality,
with its huge numbers and mass of unsolved or badly solved problcms, has brought the
. qucstion of the schools to the forefront at the political level. The passage towards reform
: is, however, slow. Many of the faults referred to here were alrcady outlined five years
ago in an analysis carricd out by the OECD on the statc of the art of education in Italy.
The time that has gonc by since then has not been sufficient to climinate or cven
attenuate them. These delays appear cven more unjustifiable if we also remember that it
is now almost cverywhere recognized that the cducational sector assumes a critical —
dimension from the very first ycars. Must the first level teacher confine himsclf, as he, i :
always has donc up to now, to transferring knowledge to his pupils, or can heeratheriyad_
develop a plan tending to encourage them to critical research and invention? It is g ‘gfl"
) ble that a new type of primary and secondary tcaching will develop along these lin_‘es. It
i; remains to ask how it will be possible to give cffect to such a dircction, what it would -
cost and what changes it would impose on the educational structures. But it is a fact that
Q : today the entirc cducational cycle is under discussion; to refuse to take a long-term view
E l C would certainly be extremely deleterious. :
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TEACHER EDUCATION IN THE FEDERAL
REPUBLIC OF GERMANY

PETER MUELLER
Zentralarchiv fuer Hochschulbildung
Stuttgart, IFederal Republic of Germany

Historical Background

‘The reform of teacher education in West. Germany has undcrgone three pliases in
the past five years. The motivation for reform of the institutions and concepts of teacher
cducation grew out of a period in the carly sixtics of scvere criticism of the structures of
traditional teacher cducation. Between 1965 and 1970, a conscnsus was formed as to
how the principles and structures of a new system of teacher cducation should be
shaped. The time since 1970 ‘has been a period of experiments and investigations on the
implementation of the new system. The critical voices that arosc against the traditional
system of tripartite tcacher cducation in West Germany at the beginning of the sixtics
were connected with a gencral period of criticism against the traditionalism which was
characteristic of the cducational system reconstructed after World War 1I. The old cdu-
cational system was bascd upon carly sclection between the more or less “talented™ and
upon the idcology of talent given by natre and hardly affected by cducation, thus
affirming social discrimination and incquality of opportunity. This traditional system
was definitely unable to cope with the cducational needs of a developing cconomy and

“ proved unable to meet the new social and political demands that were raised at thesame ~~ - -
time by groups of social and cducational reformers, including students, some teacher
organizations, trade unions and intcrnationally minded pedagogues and scien tists. These
aimed at fuller democratization of cducational opportunitics, frcedom of personal
development, free access by everyone to higher education, free choice of profession and
qualification level; all that hud been incorporated into the liberal constitution of the
“"Bonner Grundgesetz."

The teacher education system reflected in its own structure all the insufficiencies of
the whole cducational sytem. According to the historical divergence between “general”
and “professional” training, the cducation of teachers for professional schools had
almost nothing to do with the training of the general teacher, although it took place
partly at the same universitics, There were different facultics responsible for it and they
cven developed a specific “professional™ pedagogy. The group of gencral teachers, more-
over, was divided into three categorics: (a) teachers of the **Volksschule® or fundamental
school (comprising only the first four ycars of schooling for all children and another four
or five for those who did not cnter one of the “higher™ schools), were educated in a two
or threc ycars course at onc of the “Pacdagogische Hochschulen,™ which only since the
beginning of the sixtics began to approach a scientific level of studics and investigation in
the ficld of cducation and didactics. (b) teachers of the “higher™ school of the
Gymmnasium were traincd at these universitics in a rather free™ and unprofcssional study

- system, centering around the subject ficlds of languages, history and natural sciences.
During their studics they did not learn much about their prof essional task, its social and
political implications and the appropriatc methods to fulfill it; only after their studics
did they cnter a state professional school (Studienseminar) and become acquainted,
under the guidance of practicing school teachers in a short course, with the main
practical nceds and circumstances of the teaching profession. () The teacher of the
“Mittel” or Realschule,” a more professionally oriented type of secondary school, would
zither follow the first system with more intense studics of subject ficlds or thc other
path lcading to a wider knowledge of pedagogy. The salaries of teachers reflected and
reaffirmed this social diffcrentiation; almost all of the teachers were state officials, but
the Gymmnasium tcachers had better salarics and benefits than the others.

The Reformist Concept of the Late Sixties

The first marked feature of the reformist concept of the late sixties in teacher
cducation is a growing trend towards federal unification of the structure and organi-
zation. According to the constitution which made teacher education the responsibility of
cach Land, former teacher cducation laws and reform measures before 1965 had gone in
different dircctions, and the conference of ministers of culture of the cleven Laender hiad
never cffected more than loose cooperation and conflict management. In 1965, the
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ministers themselves, pushed by public opinion as well as by the Social Democratic Party
and, finally, by industrial lobbics, sct up a permancnt consulting body, the Deutscher
Bildungsrat, which was composed of scicnlists, educators, group representatives and
administrators and charged with the task of claborating an overall reforin program for
the whole primary and sccondary educational system, including the cducation of
teachers. A similar body had alrcady been in existence since 1957 for rescarch and higher
cducation. Additionally, in 1969, the constitution was changed and the federal govern-
ment given a **frame™ competence for cducational planning together with the Laender,
which since then have been represented, with the expert bodies mentioned, in the
so-called Bund-lLaender-Konunisson fuer Bildungsplamng, working on detailed measures
and financial programs.

A second marked characteristic of these plans and reform programs is a tendency
toward more integration and finer diffetentiation of the whole content and structurc of
teacher education, as discussed in more detail by my collcagucs on pages 42.49 of this
volume. One can see that the teacher is being educated today for a period of twenty,
thirty or cven forty years, during which time the school system and the cducational
concept of socicty will undergo numcrous changes. Training aims and concepts are
changing from primarily cognitive aims toward affective and psychomotor “attitudes™,
and there must now be a much broader basis of training for all the different types of
tcachers. Finally, there follows the need for much more opportunity for training and
tetraining on the job and for intermediate phases of retraining at the institutions of
higher education; the continuing cducation of teachers in-service has to be intcgrated as
an indispensable clement in the training concept of all teachers.

‘The common basis for all teacher cducation is a third clement of the consensus |

about needs and -prioitics in the reform of teacher cducation that has been established by
the work of the Bildungsrat. As S.B. Robinsohn once put it, “all teachers arc teachers™.
As tcachers, their professional identity and sclf-concept should be centered around their

educational tasks and the essential socio-political role which they play in present day -

socicty as well as their role in shaping the personal life and scg-rcalimlion of cvery
individual. 1t follows that the cducational functions of teaching and the teacher have to
be the center of his training, as well as the changing and shaping of his self-concept and
his attitudes in tcaching and learning situations. In other words, “‘affective moments™
have to play a much greater part in the cducation of the teacher than thcy have becn
playing hitherto. No fonger will the future teacher be educated for different types of
schools offering different educational opportunitics for children of the same age. There
will be the primary school teacher for ages from six to ten years, the lower, secondary
school teacher for ages ten to fifteen, and the upper sccondary school teacher for ages
fourteen to fifteen. The integration of the professional school and, accordingly, the
professional school teachers would also be a consequence of the reform of the school
system, It should bestated, however, that thisis still 2 much more theoretical consensus
than a practical rcality,

The basic curriculum for all future teachers will be composed of four fundamental
clements, and this is the fourth clement of a consensus cstablished during the late sixtics.
The first clement will be studies of educational scicnce and those social scicnces con-
cerning the activitics and the role of the tcacher, such as cducational sociology. cdu-
cational psychology, lcaming thcorics, cvaluation, and political sociology. For every
teacher, this shall comprisc about a third of his studics. Included in this clement shall be
a critical revision of the student’s concept of his own role as a teacher and his own
motivation for choosing this profession. Titc sccond clement will be the study of subject
ficlds relevant to the future school. There is, however, a general revision of the school
curriculum itsclf, which naturally will have a great impact on changes in the training
curricufum for teachers. The social and political seicnces, including basic information
about cconomic structurcs and trends, have already been integrated into the school
curriculum on the secondary level. This is only onc example of the changes in school and
tcacher training cutricula which are snvisaged in othier subjects as well and which may
lead to quite a new differentiation of subjects und sciences in the teacher training
institutions.

Part of the momentum lcading to this revision of curricula has been given by the
third major clement of all teacher training concepts, an clement which in German is
called “Didaktik” and which might be translated as a sort of *‘school cutriculum
science”. This branch of the cducational scicnces has been developed for more than a
dccade, cspecially at the Paedagogische Hochschulen, o develop and cvaluate the
methods of school lcaming and teaching, to investigate the individual and social learning
»
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processes in the school and finally to cnable the tcacher to draw all these clements and
insights together in his own task of planning and cvaluating the day-to-day lcaming
process of the children and his own teaching activitics. Finally, as a fourth basic clement,
the practical and professional training of the future teacher is given much more weight in
the concepts of the new tcacher cducation. A specific clement in this development is
that periods of practical expericnce and *‘taking-the-job™ for a limited time, under super-
vision and under the critical cycs of other students, will be inscried into the course of
theoretical studics at various phascs, with rising intensity and greater sclf-responsibility
toward the cnd of the studics. Formerly, this has becn the case only in the
Volksschullehrer, whereas the teacher of the Gymnasium took first a full course of
theorctical studies with no practical expericnce, and afterwards a full course of
practical training with no theorctical criticism. Now, there will be a close connection
between elements of practical experience and training and clements of theorctical study
and empirical investigation, and students themsclves, especially in group and team work,
will be responsible for planning and investigating the learning process at school, under
the supcrvision and consultation of expericnced tcachers and pedagogical scicntists.
There have been, of course, deliberations as to whether a combination of studies of
such weight and content is not too much for the average student in a coursc lasting only
three or four ycars. At present, the study time for most of the students of the
Paedagogische Hochschule is three ycars minimum, followed by a time of partial
responsibility at a school accompanicd by a few theorctical courscs. For the student
teacher at the university the minimum time is four ycars, which is always prolonged
considerably in reality, followed by practical training in the school and the
“Studienseminar”. Thosc who dcefend the model described above maintain that in the¢
new training curriculum_the time of practical training is integrated into the program of
 studiés, and therefore four or five years may be considered as a reasonable period for the . .
preparation of a fully trained teacher. On the other hand, this period might be lowered
considcrably if a ncw model of tcacher retraining on the job is cstablished. Under
hecadlines like “Kontaktstudium” or “Weiterbilding*' this issuc has been discussed for a
long time as onc of the focal points of university reform, but, unlikc other issues, it has
not reccived any practical solution.:

Trends in Implementation of the Reform

In 1970, a report of the I'ederal Govemment was published which accepted the
basic principles of ed ucational reform, claborated above, by the Bildungsrat. The Iederal
Government, together with the Laender, set up the Bund-Laender-Bildungsplanungkom:-
mission. A ncw Federal law on the status and organization of all institutions of higher
cducation was prepared after a broad public discussion and submitted to parliament
toward the cnd of 1970. One of the decisive trends of that period was the tendency
towards rcorganizing higher cducation as an integrated system. This means that different
branches of higher or *“‘tertiary™ cducation will be systcmatically cvolved and differenti-
ated within onc institution. The students’ choice of professional and scientific training
might be more rational and more casily correctible if the consideration of lower or
higher prestige, incvitably connccted with the existence of different institutions and
varying lemgth of studics, was climinated, and the resources of teaching personnel,
buildings, cquipment and scientific apparatus utilized more cconomically,

Other trends o1 political development have been less favorable for the line of
reform. It is an undoubited fact that, for scveral reasons, there is less readiness for reform
among statc administrations, Firstly, industrial and cconomic power structures, formerly
among those who pushed for the reform, have obscrved that those who learncd or
worked within the educational system itsclf have begun to raise new questions con-
ceming the sense and spirit of the reform and have called for more democratization
within the cducational system itsclf and a truc oricntation of rcforms along socictal
needs instcad of mere stabilization of productivity, industry and commerce. Therefore,
the industrialists are today among thosec who want to **contain™ the rcformist move-
ment. Sccondly, the Bildungsrat's program began ancw to discuss not only means and
measurcs, but the aims and content of the rcform itself, cspecially becausc the
representatives of the two leading partics, being in opposition to cach other in the Bund
and in almost all of the Laender, met cach other here for the first time on the central
questions of the cducational future. Thirdly, the social democratic and liberal federal
coalition, having started a serics of major social and democratic reforms, had soon
discovered that the extent its political and social action was limited, owing to the private

] enterprises and to private ownership of much the production means, At present, cdu- ;
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cational rcform is not among the prioritics. Therc is also a conservative resistance to
cducational reforms within the educational institutions themselves. Strangely cnough,
the deliberations of the Bildungsrat have been taking place without any participation of
those who would later have to carry out these reforms or suffer from them, that is, those
working and lcarning in thc institutions. The discussion began ancw when the
Bildungsrat and thc Wissenschaftsrat published their findings in voluminous books.
Teachers, students and other personnel in the institutions of higher learning tend to
identify themselves with the scope and aims of the reforms, but this reformist spirit,
however, is combined with a general anti-governmental tendency which is directed
especially against mecasures of intensified state control over the institutions and the
programs of cducational reform.

It should be borne in mind that curricular reform was not the starting point for
most of whatis now appearing as a crilical revision of the universities’ curricula in those
ficlds that arc relevant to teacher cducation. The impulse behind this movement was a
criticism that rcached far beyond the question of didactic relevance of studics and into
the question of how scientific rescarch and training is utilized in a capitalistic socicty.
This impulsc has lcad to marked reoricntation, for instance, of historical studices in which
today the focus is laid upon the social and cconomic basis of historical events, and the
problem of how political judgement and political icsponsibility of the individual can be
strengthened by  historical studics. Another cxamplc is presented by developments
among the disciplinc of German literature and language. Traditionally, this diseipline
centered on the history and interpretation of great literature. Now, “Germanists” have
recognized the relevance of linguistic research and language training for the development
of the young individual and for compensation of the cducational gaps of early child-
hood. There is 2 movement to give linguistic studies far greater importance in_the

T eurriculum of Titure wachers, which would lead incvitably fo a reduction in studies of

literaturc and history. Much greater weight is being laid upon modern literature, but also
on other printed matter such as ncewspapers, “Trivialliteratur'’ for cveryonce, anc so on,

It has been cxpliined how much the Didaktik component of the curriculum
contributed to bringing about a ncw understanding of the role of the teacher and a
ctitical revision of his training and the relevant curriculum. The question now is how to
bring didactical reflections and rescarch in this ficld to a position where the work of few
people will be accepted by inany. 1t is important that didactical reflection is not the task
of a few who aftcrwards would have to prescribe to others how to understand their own
jobs and how to undecrstand their curricula. On the other hand, although there has been a
longer tradition of didactical work in the Pacdagogische Hochschulen, much of the
scientific work is still to be donc, and there arc only a few experts in this ficld. Here the
tendency of integrating formerly scparate institutions into one, the launching of
“Gesamthochschulen' and the cooperation between universities and Paedagogische
llochschulen has given opportunity to place didactical work and devclopment for a new
teacher training curriculum in a key position. At various places, the establishing of
Gesamithochschulen has begun by setting up working or planning groups for didactical
work and curriculum planning. These arc groups composed mostly of younger and
reform-oricnted people who arc not at all specialist but who start from the conviction
that a revision and reconstruction of teacher training.curricula has become neceessary and
that this should be donc together with students and professors who work practically and
theorctically in the ficld.

Since the work of the Bildungsrat and the reception of intemational rescarch and
reform modcls on teaching and teacher training, it has also been realized in West
Germany hovw much the traditional model of tcacher training has been centered around
the mere accumulation of knowledge and how much the attitude and idcology of a
teacher, based on the priority of knowledge, favors school children with middle class
backgrounds. There has been progress in this ficld, cspecially at some Pacdagogische
Hochschulen, but the whole complex attitude towards tcacher training is still more a
theoretical question than a practical issuc. Experiments have been made with new
tecaching and training mcthods in Pacdagogische Hochschulen, for cxample, with
mcthods of micro-teaching and with the supcrvision and critical cvaluation of onc
student’s teaching by his comrades in special schools, with audio-visual aréangements and
cquipment and the like. The latter cquipment may cxist today in most of the
Pacdagogische Hochschulen, but there is still too little expericnce with these resources.,
The most visible cffect of the change of attitude is probably the fact that the traditional
lecture has lost much of its importance as the central form of teaching in the higher
cducation institu tions; seminars and small groups have sprcad widcly, the spontancity of
the students is being encouraged, and from the student side comes the wish to invest and
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try new forms of leaming involving collective forms of work. On the wholc, onc can say
that today the problem of “fecus on teaching attitudes™ is still kept much more alive by
the criticism of students than by a genuine reform movement.

The problem of integration of theory and practice, of studics and concrete teaching
expericnee has been similarly brought into the discussion both by student criticisin and
by concrcte cxpericnces and cxperiments of the Paedagogische Hochschulen. The
concept, however, of a dircct integration of practical training and expericnce into the
phases of theoretical work, which would lcad to the abolition of the second phase of
teacher training at special “Studienseminare”, has been worked out first by one of the
leading comparative cducationists in West Germany, who introduced the term of
“clinical” studics or “clinical” semcsters. Some of these proposals can also be found in
the concept of a so-called “Projekstudium®, which might be translated as project-
centered studics and which has been introduced as the leading principle of organization
at the newly openced and reformist University of Bremen (see page 45).

Continuing Education

Unlike many other countrics, the problem of continuing teacher cducation has not
played a great part in the implementation of teacher training in the German Federal
Republic. Traditionally, a teacher might any time retum to the university and Paedago-
gische Hochschule (o continuc his studics, but without any payment and without oppor-
tunity to gain new qualifications and certificates, except for the doctorate at the univer-
sity. Scveral of the Laender have cstablished central regional institutes for teacher re-
training (*Lehrerforthilding™ or *‘Lehrenveiterbilding’), where teachers might apply in-
dividually for participation at weckend conferences, or one week or fortnight courses on
a varicty of subjects. These courses range from very general information and discussion
about political, social and cultural issucs to dctailed information and work on ncw
subjects such as traffic cducation, sexual information and education and the like. There
is no cvidence and hardly any cvaluation as to how cffective this old-fashioned type of
teachers’ continuing training has been. ’

In the major plan for a teacher training reform by the Bildungsrat and some dcci-
sions taken Ly the conference of education ministers of the Laender, onc principle is
that cvery qualification gained by fundamcntal training should be cnlarged, cither by
refresher courses, or by adding new qualifications for other phases of school activity or
for specific tasks within the school, or clse by studying more intensely certain subjects
than had bceen possible during the time of pre-service studics. This additional or enlarged
qualification may cither be gained immediately after the pre-scrvice studics, or clse after
some phases of professional teaching in the schools. But it is obvious that application of
this principle for a large number of teachers would require more funds and involve a
considerable restructuring of the cxisting system of higher cducation, A great many
discussions have taken placc as to whether the problem of continuing training and
retraining of teachers and other graduates of higher cducation could be solved by using a
system of audio-visual media, including tclevision, radio, films, and programmed instruc-
tion. This has been discussed under the headline of “Fernstudiian in Medieverbund **
(study by correspondence combined with media). In the meantime, it appcars that the
use of audio-visual media for cducational purposcs raiscs 2 number of problems cven in
class teaching without considering the problems involved in study by correspondence.
On the whole, there is still much rescarch to be done before onc can count on audio-vis-
ual media as a relevant instrument for continuing teacher cducation.

In summary, onc has to state that little attention is still paid in West Germany to the
whole problem of the continuing cducation of teachers, as well as that of other profes-
sional groups. This shows how little the public and cven the experts arc convinced that
the future socicty can be an educated and cducating socicty. Therc is still a tendency to
keep to the old concept: a man must be cducated and trained for a certain profession
from the beginning of his school time until the end of his studies in a continuing process
without gaps, and then he will be more or less **ready for life” or *“rcady for thejob™.
Continuing training and retraining is considcred cssentially as a personal responsibility of
cveryonc.

The objectives pursucd at present by the West German cducational authoritics arc
to get morc and more people into increasingly larger institutions of initial cducation and
professional training under conditions of rational organization and utilization. Too little
resources, however, arc devoted to research and there is not cnough’dctermination to
undertake the necessary structural reform and fundamental revision of aims and idcolo-
gics. Under these circumstances, no onc can tell whether a real educational reform will
take place and whether a new system of teacher education will be developed .
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]
SYSTEMIC REFORMS IN THE STRUCTURE, CONTENT

AND PHILOSOPHY OF TEACHER EDUCATION

Integrated Teacher Education: Problems in the Reform of Teacher
Training in the Federal Republic of Germany*

introduction

Arguments for the controversial cducational reform begun in the mid-sixtics in the
Federal Republic pf Germany arc based by some on socio-political factors and by others
chicfly on factors of cducational cconomics. In cither case, the demand for a funda-
mental reform of the training of teachers is in accordance with the demand for a
fundamental reorganization of the cducational system. Up to now the courses of study
for teachers were oriented to the various school types and have differed in their
duration, content, arcas of concentration, underlying pedagogic idcals and in the
cducational institutions where the training takes place. These courses of study should be
combined or “‘intcgrated™ into a single cducational pathway which is cquivalent in its
scicntific foundation for all groups of teachers, which has a standardized structure and
which clears the way for certain alternative arcas of concentration based only on the

*levels” of the future educational system. Accordingly, integrated teacher training means.

standardization und organizational consolidation in the training of all teachers, and their
adaptation to the structures of the future comprehensive school system.

If the old systen of tcacher education is to be transferred into this new, reformed
structurc, then innovations will be necessary in several arcas. The training curricula for
pedagogical professions should be revised and developed further on the basis of analyses
of the present and future professional ficld and the cducational component must be
standardized in its content and organization. The reciprocal relationship between
theoretical instruction and practical training has not been guarantced in the past; thcory
and practice have not been able to adapt to or to permeate cach other. This rclationship
should be cstablished by project-oriented studies and by experiments with models; the
two phases of the teacher's complete education, the one concerned with theory, the
other with practice, should be combined into a single whole, The education of teachers
should ako be further differentiated and augmented by more intensive efforts toward
in-service training so that theory and practice may be more closely intcgrated in this
aspect as well. The institutions of teacher education, teachers’ colleges (Paedagogische
Hochschulen), universitics and advanced training centers (Studienseminare) as well as the
cstablishments for in-service teacher training should be unified into a comprchensive
system of higher education. This paper presents bricf reports on these various approaches
to innovation. \In addition, the complex of problems arising in the practical training
during the phase of transition 1o the new system will be presented. A number of socictal
conditions will be indicated which positively or negatively influence the reform of
teacher education.

Analyses of the Professional Field and Curriculum Development

The necessary point of departure for any revision of the teacher training curriculum
is an analyiss of the professional ficld and its changing aspects. Two different sets of
expectations arc dirccted today toward the role of the teacher. On the onc hand, the
teacher is expected to manifest socially determined role behavior, which bears the stamp
of the prevailing social norms of his rcalm of work and life. As the bearer of the

professional role of “tcacher™, he is charged wit' wn cducative activity which is definced ..

in its intention and functions within the micro-social system of the school. On the other
hand, the teacher largely scts his own goals on the basis of his own individual critcria,

*This article is the edited version of a working paper submitted for a session of the 1972
ICET World Assembly by eight German educators whose names are listed at the end of
the article. Dr. Christoph Wulf coordinated the work of the authors.
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and indced this is expected of him. The teacher recognizes this individual setting uf goals
tn be a determining factor fur his own professional behaviur for this concept has been
touched un in the literature of cducational science. It is these self-determined behavioral
goals which take on increasing significance in the professiunal situation in which the
sncial rnle-expectations change ur are thrnwn in doubt, as for example when the teacher
dcsires to take nn the role uf organizer uf “emancipatory™ lcarning processes. By and
large this is the existing situation in the cuntroversy on cducational policy in the IFederal
Republic.

In light of the results of recent empirical investigations it scems that the eriticism
often raised in the sixtics is justificd, that is, that the organization of the learning process
in the traditional school system is structured according to social class and does not meet
the demands of a truly demucratic socicty. As Dr. Mucller indicates in his paper (pages 38-
41), this criticism led to the demand that the curricula be revised toward the gual of in-
creased demovcratizatiun of socicty and thus uf cducatinn, and that onc had 1o begin to re-
think styles of cducation and the effects of certain forms of social behavior on actual
learning success. There is also the demand for cquality of npportunity, quantitatively and
qualitatively, and to place the consideration of goals and structurcs in the edueational pro-
cess under the central genceral goal of “emancipation®’. Accordingly, the German Educatiun
Cuuncil (Deutscher Bildungsrat), dcmanded in 1970 in its “Structural Plan for the
Educational System™, that teachers in schools no longer be cunccived of as transmitters
of knowledge and skills, as in the traditional image of the teaching profession. Instcad,
the tasks of the teacher arc deseribed ancw: “Problem-consciousncss, problem-solving
thinking and creativity are to be developed in those who arc learning.” Under this
priurity, the lcarning individual in the schoul shnuld be helped above all in his uwn
personal development and in the self-determination of his thoughts and actinns in
socicty. The students shuuld acquire knowledge insofar as it is significant for confrnn-
tatiun with the environment. They should develop capabilitics and skills; they should
therefore practice cognitive and manual operations which are necessary for the acqui-
sitinn uf this knowledge, and these npcratiuns shoutd cnable the students tn deal autuno-
mously with ncw phenomena, The students should develup and intensify patterns and
norms uf behavior, especially thnse of cooperatinn; the attainment of this goal will be
facilitated if cooperative furms uf learning and differentiated forms of wnrk arc experi-
enced.

If nne accepts as the highest educatiunal goal learning how to learn and defincs
instruction as a sclf-determined process of assimilative acquisition by the students, then
this lcads tn the follnwing cnmplex conception nf the rule of the teacher. The teacher
shuuld organize this process nf acquisition and thus be gble to plan, implement and
cvaluate the process of instruction. In his wnrk the teacher must take intn account the
peculiaritics of the arca of learning and the guiding framework of the school ad minis-
tration, but within this framework he has the task of instructional planning, not only of
selecting and resclecting the topies, but pruviding the specific, concrete steps for learning
and discovery, fle must convert basic curricula into lcarning processes: and his teaching
and learning methods should at the same time be conducive 10 the develnpment nf
cunperative behavioral patterns in the students. Sccondly, the teacher must convert this
planning into instruction which has cither been developed independently arin a team uf
several teachers. The teacher will have tn react in a way that is pedagogically enrrect fuy

cvery situatinn and decide fexibly in every case fr one nr several uf the following roles.
te could be:

~the tutor, whn counscls the students secking advice and gives them suggestions for
the continuatiun of their work.

~the advisory expert, whu explains difficult subject matter including relatiunships
with other problem arcas;

~the trainer, who drills cooperative behavioral patterns;

~the cvaluator, who should determine and measure learning progress;

~the organizer, whn trics tu mold the entire process of instruction as cffectively as
possible with the help of the students and possibly of other teachers in order 10
motivate the students to the best possible acquisitinn;

~the discussiun Icader and co-worker,

In the third place, the teacher must cvaluate the instructional process tu establish the
relatiunship between the planned instruction and the instruction actually realized. The
reasons for the success or failure of a planncd instructional attempt should become clear
to the teacher and the students, and they shuuld then be able to seck possibilitics fir
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itnprovement in a common cffort. If the teacher is to accept this comprehensive task, it
is necessary that he receive a scientific and professionally relevant education,

Standardization of the Educational Concept

A professionally relevant cducation requires a standardization of the concept of
education if the professional activity itself is to be unificd, despite the differentiation
within the role of tcacher. Such a unificd, but not uniform, practice of the profession is
being developed now in the integrated comprehensive schools {Gesamtschulen) which arc
presently being cstablished in the 1ederal Republic of Germany. There arc, however,
teachers working in these comprehensive schools who have had training of varying
duration and of varying content and who arc paid varying amounts. The “Studienrat™
teacher in the upper and intermediate levels of the Gymnasien has in gencral completed a
coursc of study, the duration of which has only recently been fixed, of two to three
subjects at a university. He receives the highest salary of all teachers and has the lowest
number of obligatory tcaching hours. The sccondary school teacher (Realschulichrer),
who in part tcaches students of the same age as does the Studienrat but in a different
type of school, has cither completed a short course of study at a university or a four-ycar
course at a teacher's college. He is less qualified in his subjects than the Studienrat, but
must tcach more hours and is puid less. The clementary school teacher
(Volksschullehrer) who teaches the mass of pupils from the first through the ninth years,
is prepared for his profession in the shortest course of study at the tcacher’s colleges,
which arc affiliated with the universitics in several of the Federal States. He has the
greatest number of teaching hours and the lowest salary.

The joint practice of the profession in the integrated comprehensive school, which
assumes the tasks of the formerly separate types of schools, shows extremely clearly the
obsolescence of this separate education of the various groups of tcachers. The tcachers
pursuc common aims and arc confronted with the same tasks and problems; the varying
age groups of the teachers do not justify such basic differences in the conception of their
education. In fact, the differences in regard to qualification, salarics aund workload, in
spite of equal responsibility, are frequently the cause of conflicts and disputes among
teachers. The disadvantages of the differing cducation backgrounds become cspecially
cvident when the teachers are faced with the common task of developing units and basic
componcnts of the curriculum. The teachers must then work on common tcaching units
which overlap the limits of the subjects and ages. They must operationalize gencral and
specialized teaching goals and they must standardize and summarize their procedure and
the possible forms of the instructional organization. They must critically examinc their
own behavior as teachers and concurrently investigate their educational performance,
continuing their own cducation on the basis of this critical investigation. Teachers in
comprchensive schools who cxperience first hand these dificiencics of the cxisting
divided tcacher training system arc among the most dedicated advocates of reform in
teacher education. In part they have begun to climinate the actual differences in their
roles in the comprehensive schools, including the varying number of obligatory teaching
hours and the varying salaries. In addition, numcrous instances prove that teachers with
personal expericnce in comprehiensive schools are also active supporters of educational
reform in other arcas as well,

The Relationship of Theory and Practice; the Concepts
of Project Studies and of One-Phase Training

With the exception of the reform models which will be described below, the present |
forms of teacher cducation as practiced in the Federal Republic of Germany do not take
into account patterns of action in which the professional reality is both perceived and
preparcd for. Especially at the university level, study is based on individual scientific
disciplines; during the training in these disciplincs the action potential of the future
teachers is absorbed and thus misdirected. In a second phase of professional training, in
the advanced training centers, the future tcacher is cxposcd dirccily to the pressures of
the professional ficld. Whatever cognitive or affective predispositions he may have
acquired in the various disciplines cannot be converted in this situation into opcrational
outlines with which the’ future teacher could begin to solve concrete professional

Q ) ' problems. llc begins learning ancw. and now he learns exclusively on the basis of a
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schema of stimulus and reaction determined by the given work situation. If the future
teacher cver becomes aware of and suffers from the discrepancy between this real
activity and the notions and ideals which he acquired carlicr in the individual disciplines,
then he usually solves this problem by accepting the compromises prevalent in actual
professional practice, to the detriment of his own idcals.

A number of consequences can be drawn from these considerations if onc is seeking
an integration of theory and practice and an innovative orientation in teacher cducation,
First, the student teacher must really be motivated to develop generalized operational
outlines for his professional ficld during his training. Thercfore he must have learncd by
the beginmning of his training what the problems of the professional ficld arc and what his
role in this ficld is, at lcast by observation. Only in this way can he develop points of
view with which he can question the contributions of various scientific disciplines in
relation to the practice of the profession. Secondly, every problem dealt with during the
education of student teachers must be related to the future practice of the profession. In
addition, it must be possible to justify it in terms of a socially relevant statement of
problems and it should attempt to transcend the narrow limits of the individual
disciplines in content as well as in methods of treatment. Thirdly, because innovative
action as deseribed above is not exercised readily in customary school practice, experi-
mental cducational programs must be organized, dirccted and initiated in great cnough
numbers so that innovative opcrational outlines can be converted into practical
cxamples. In addition, cducational techniques such as the simulation of professional
situations or games of planning and tactics must be developed and intensified. In this
way the teacher can practice innovative behavior and develop sufficient flexibility for
and resistance to the pressures of the professional situation. Efforts should be made to
climinate the existing situation in which future teachers very frequently adapt them-
sclves in resignation all too soon to traditional practical forms of professional activity,
although they are theorctically aware of the deficiences involved.

The practical realization of these educational goals is being approached under the
concept of “project studies™ (Projekistudium), chiefly at the University of Bremen. In
the “projects,” that is, problen-oriented instructional activitics, cffort is made to
establish contact between theory and practice from the very beginning of the course of
study, to develop the future teachers® theorctical and practical abilitics simultancously
and jointly, and to merge these two levels of teacher qualification together in a manner
that satisfics the demands of the complex activities of the teaching profession. The
problems which serve as the core of the projects derive from the teacher’s subscquent
professional activity. The oricntation toward the real practical issucs of the profession
makes it possible to examine various components of the training —the individual scicnces
and their didactic theory, pedagogy, the social scicnces—with regard to their meaning,
their importance and their common integration. 1L it is possibl¢”"with this practical
orientation to discover and analyze the limits of Bbs_sible"cha'ﬁgc in the cducational
system of the socicty and if it is possible to develop and test strategics for professional
action which go beyond these limits, then it will be possible in this trining to sow the
sceds of change in the practice of the profession. This concept of project studies is
extremely important for the overall concept of integrated teacher training as proposed
here because this approach can provide from the very beginning opportunity for a
common course of study for teachers who will teach at different levels and in different
disciplincs in the schools. The training concept is the same for all teachers and during
their training all teachers learn and analyze the essential aspects of the problems within
the practice of the profession at the same tine; in this way the groundwork is laid for
future cooperation and solidarity in the subscquent professional practice.

The Bremen model of teacher training makes distinctions between several forms
and functions of the relationship of theory to practice: the student teacher draws
practical information first hand by practicipating in classes in the school as an observer;
he practices relatively independent instructional activitics; and finally hec may begin
practicing teaching with a firm scientific busis for an cxtended period of time, but still
“on probation.” The transitions from these various levels arc fluid; the leap from
“inquiring lcarning” to cxperimen tal action can now be described as a llowing transition,
Oricntation to the profcssion, preparation for the profession and introduction to the
profession can no longer be divided into segments which are kept apart in content, time

and organization.
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All the various models for and experiments with “‘onc-phasc® teacher nining,
which arc under developinent and study in the I'ederal Republic. have as a common
point of departure the notion that the student teacher’s encounter with his future place
of work, the school. and the confrontation with the central problems of his future
profession, should be made relatively carly in the course of study, almost always in the
fiest year. All these concepts are also in agreement with the idea of a coherent unit of
teaching activity toward the end of the training for which the student himself takes full
responsibility, the so-called “clinical phase.” A number of further issues are still being

. discussed. For example. it is still unsettled as to what point in the training to include

further forms of contact with the professional practice, what specific functions they
should have and accordingly what scope. Also under consideration is whether the clinical
phase should be carricd out as a unit or whether it should be divided into two segments
of several months cach, 1t has been asked whether there could be better utilization of the
almost five months during which there are no lectures at the universitics in Germany for
teacher training and 10 what extent the colleges and universitics should and can assume
full responsibility for the students® practical training, :

Intensification of In-Service Training

The in-service training of teachers has also become a central issuc in all discussions
of the reform of teacher education in the Federal Republic of Germany. Doubtless it is
cxtreinely important for the concept of onc-phasc training and projeet studics as
deseribed here, For if the teacher has had close contact and active conitontation with
the professional practice during his training, then he will more likely feel the need to
cxpand his knowledge and to renew and refresh his qualifications, Unfortunately, as Dr.
Mucller points out, in-service training has renined the stepehild of cducational reform
up to the present day. Although there are many responsible individuals and an almost
confusing multiplicity of institutions and cfforts dealing with in-service training, it hus
not been systematically organized within the cxisting system, let alone in relation to the
current reforms. There are several reasons for the difficultics in making practical
headway in the establishment and organization of in-service training. In the first place,
there is no unified authority for in-service training. As is the case in practically all
Questions of educational policy, there is no federal agency which has authority for this
arca and therefore institutionalized in-service training is not developed uniformly in the
individual lederal States. In some States, the Ministries of Education themselves
(Kultusministerien) and their subordinate agencies organize both the programs of study
and the individual courses. Other States have their own institutes for this purpose which
have @ more independent status. Morcover there are large teacher organizations, several
major cities and institutions of the larger churches which lave provisions for in-service
training. Sccondly, almost nowhere is in-service  training obligatory. Voluntary
motivation should not be thought of as essentially negative, but if onc intends to
continue to develop the school system comprchensively and to enable all teachers to
fulfill their tasks today, then gross inadequacics become apparent: o large segment of the
teaching body is too poorly informed and is insufficiently committed to aew tasks and
to educational reform, Morcover, if one intends to convert new planning, especially new
curricula, into practice, and if the individual teacher should really be benefitied in the
classroom, where he works, then “multipliers” need 1o be trained 1o disseminate
innovations and innovative conseciousness in their regional arca. But the training of
multipliers is hardly cven under considcration at the moment. I individual cases there is
good contact between the institutes of in-service training and institutions of higher
learning, but on the whole the latter do not participate intensively enough in in-service
training, Likewise, there is no systematic cvaluation of the expericnces of other
countrics. As a result of the voluntary nature of in-service training and the lack of any
central authority, the cffects of previous cfforts have hardly been investigated cither
from the pedagogic or the ceonomic aspect. We have only begun to make carcful

analyses of the unsatisfactory state of in-serviee training in order to plan for imnprove-
ment, ’

Therefore it is only possible 10 report examples of isolated cfforts that arc being
made in in-service training such as that of the Hessian Institute of In-Service Training for
Teachers, where one of the authors is cemployed. This Institute functions in four
different locations in Hessia, has fourteen full-time scientific workers and yearly employs
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no fewer than 1500 part-time course dircctors and lectwers. in 1971, about 490 coursces
lasting scveral days or a week were conducted for approximately 13,000 teachers or
about 40 per cent of the teachers in Hessia. For several ycars Hessia has been preparing
new curricula for the schools in which a great deal of stress has been laid on combining
subjects that have been separate up to now into new, interdisciplinary courses. For
cxample, history, political cducation and geography are being integrated into the new
instructional ficld of social studics (Gesellschaftslehre). Tcachers will need to bé
motivated for 2nd capable of working together in these new interdisciplinary projects,
which will hegin on a trial basis in late 1972, Furthermore, the entire school system in
Hessia is being gradually rcorganized into a new system of horizontal levels for which
practicing tcachers will have to be prepared. In the individual courses of the Hessian
Institute for In-Scrvice Teacher Training special stress is laid on inviting not only
teachers with one particular kind of training and cxpericnce at one kind of traditional
school, but a varicty of types of tcuchers so that they can expericnce first hand the
cooperation which will be necessary in the future among various groups of teachers,
cespecially in the conception of in-service training.

Institutional Integration into a Comprehensive System
of Higher Education (Gesamthochschulsystem)

It follows from the concept of integrated teacher cducation that the varius
training cstablishments and institutions of higher lcaming at which teachers have been
trained in the past should now be combined and standardized in their structurc, In the
Federal Republic this task is being approached through the concept of
“Gesamthochschule” (comprehensive institute of higher learning) which paralicls the
term “‘Gesamtschule’’ (comprehensive school). It is a question of merging the various and
historically scparate institutions of the university, the teacher's college, the advanced
training ccnter and the institute for inscrvice training, into a uvnificd institutional
system. The first prerequisite for bringing the iustitutions together is the standardization
and intcgration of the contents and structure of education, as described above under the
heading of integrated teacher education, for otherwise institusional integration would be
cffective only in the organizational realm. ©yn the other hand it would be difficult to

unify educational concepts if the cducational institutions were not unificd concomi-
tandy.

‘The various cducational institutions do complement cach other because they have
different research concentrations and perspectives on teaching to contribute to such a
consolidation. While the universitics have largely cultivated the scientific dimensions and
aspects of specialization in tcacher cducation, the teachers® colleges have up to now
developed the particular didactic orientations of the various sciences. The teachers'
colleges have also devcloped, indcependently of the universitics, modcls for student and
teacher contact with the schools which deserve to be included in the future integrated
teacher cducation. In these models the tendency toward the desired relationship between
theory and practice in training has been much further developed than in the advanced
training centers, whose isolation from the places of scientific rescarch and training has
been the reason for their often rather modest theorctical development. 1t is also certain
that a consolidation of institutions of tcacher cducation into a comprchensive system
would highlight the biases and deficicncics of the traditional separate forms of teacher
training which would provide motivation for further innovations. On the other hand onc
must not overlook the fact that the concept of the comprehensive institution of higher
learning will comc up against a series of obstacles within the institutions themselves, just
as doecs the concept of integrated teacher cducation itsclf. The traditional, scparated
courses of teacher training were bascd on different concepts of the role of the teacher, of
scientific cducation and of the relationship of theory to practice, and it is just for this
reason that the merging cannot proceed withoult resistance and conflicts. In addition, it
is to be expected that in the long run the cstablishment of a comprehensive system of
higher cducation will indeed facilitate more cfficient employment of personncl and
utilization of cquipment and space. And the new concept and organization of cducation
will also encourage a greater number of students to undertake preparation for the
teaching professions resulting in a greater number of better tcachers. On the other hand,
such an innovation and cxtensive rcorganization of the entire field of teacher training
will, of course, require the immediate availability of additional funds without showing
immediate and demonstrable resulls. This, in turn, will meet resistance in the decisive

54 :

T




political bodics, which view cducational reform and implementation of innovations
chicfly in terms of how the fast-rising costs of educational institutions can be held down,

Problems of Transition Between the Oid and
the New Concepts of Teacher Education

The new concept cannot be cstablished on a fabula rasa, but rather must be
gradually introduced into the existing system without causing a serious reduction in
preductivity during the transition period. A description of the present state of teacher
training in its sccond phase, in the advanced training centers, will exemplify the internal
problems of the transition process. In the Federal Republic of Germany, two-phase
training was. until recently, almost exclusively for the university-educated teachers in
Gymnasien and in the professional schools (Berufsschulen). Only in the last few ycars
has the sccond plase been established in o few States for teachers in clementary, inter-
mediate and technical sccondary schools (Realschulen), while in the same period there
has been discussion concerning the problems of abolishing the second phasc, as outlined
above. The reason for this contradictory development is that the privileged status and
the better salarics of teachers in Gymnasien and the professional schools derive in part
from the fact that these tcachers complete a second phase of practical training after their
theoretical study. This issuc will most likely be dealt with by a strategy involving the
introduction of a sccond phase for all teachers and then its subsequent climination.

In the advanced training centers, future teachers reccive an introduction to their
future ficld of work in training courses of only a few weeks after which they observe
classes and give instruction in schools near the center under the supervision of practicing
teachers, or “mentors,™ for about eight to twelve hours wecekly. In the training schools a
seminar is held cach week in which problems arising in the practical training arc
discussed; in the advanced training center weekly seminars are held on the didactic
theory of the various subjeets being taught, on pedagogy and on cducational sociology,
and weck-long seminars are held on special problems of performance and planning. This
form of training is substantially dirccted and controlled by practicing tcachers who
function as mentors, individually counsel the student teachers in the training school,
dircct the school seminars and seminars on didactic theory in particular subjects in the
advanced training centers, and cven dircct the entire advanced training centers.
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The guiding principle behind this arrangenient is that the future teachers should
come into intensive contact with the school following their previously essentially
theoretical training. We have alrcady indicated the problem that the innovative
componcent can be and in many cases is lost. Heavy demands are made on the prospective
teacher by the daily instructional dutics and the various seminars which tend to hinder,
rather than encourage a critical examination of one’s own role as teacher and to stifle the
development of an “interactive relationship between theory and practice. Teaching
research and didactic theory are still not advanced enough in certain arcas to permit
work in the advanced study centers which is as cffcctive as clsewhere. The dctermining
problem is that the advanced training centers arc institutionally separate from the
institutions of higher lcarning, where the first phase of the training is organized and
where the rescarch in those arcas vital to the work of the advanced training centers is
generally further advanced because they can function in greater freedom,

In the cntirc Federal Republic, schools are controlied and inspected relatively
closely by the school administration of the States. In gencral, these administrative bodies
function as conservative braking mechanisins with respect to innovative cducational
reform; they are hence wary of any disturbances which could be brought about by

. onc-phase training and the large nuinber of students it would bring into the schools with

i : it. Thus far, in no Federal State have any experiments with models involving onc-phasc
. teacher training been accepted. As long as this is the case. the deliberations under
considcration cannot be ecmpirically tested; the theory can be refined, the organization

made more precise, but nothing clse. But cven if onc-phase training were introduced,

there would remain the question of the extent to which institutions of higher lcarning

could actually and legally plun and organize the practical aspects of training in its various

forms and functions. This would require that institutions of higher learning extend their

influence into the schools; of course, teachers, pupils and parents would in tum be

actively involved as well. 1t is impossible to predict whether the States’ school adminis-

trations would give up their powerful rights to control and dircct the practical phases of

training in the advanced training centers. 1t must still be determined whether and how
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the school administration should be granted the right of cqual determination in the
formulation of goals for tcacher training and in the organization and cvaluation of
programs of practical training within the onc-phasc system. A sufficient number of
schools, classes and tcachers must be found and prepared for the tasks which will face
them in this form of training, and these school and teachers must be granted sufficient
cxperimental frecdom by school administrations and parents, if the moddl is to be given
a chance.

Social Conditions and the Future of the
Reform of Teacher Training

By the end of the sixtics, ycars of discussion in the Federal Republic of Gerntany
had led to the general consensus that the West German cducational system needed
reform in numerous places. About 1970 the extent to which this opinion had gaincd
support became obvious when there appeared almost simultancously numerous plans for
general reform in which cven representatives of school administrations had a part.
Today, however, this consensus has again been cast into doubt with the waning of the
reform cuphoria in cducational politics. The public scene in educational politics is
dominated by a dogged battle between two decply-entrenched factions: the one,
reform-oricnted; the other, cxtensively conscrvative, and only conceding possible
changes of a technical sort. The main reason for this is most likely the fact that while
many interested parties came forward during the late sixtics within the gencral reform
movement in cducational politics, demands were awakencd among some for greater
chances in lifc and freer personal development which simply did not (it into the
framework which' the interests of the production system desired for workers, whose
training madc them not only flexible, but interchangeable as well, Advocates of
cducational reform and of cmancipatory tcacher cducation in the Federal Republic
today very frequently also include a conception of a social system in which the entire
social development will be defined ancw, and most importantly, by a much lkrger
number of citizens. In light of this, it is hardly surprising that not only the socially
powerful factions from industry but also the governmental cducational administrative
bodics have distanced themselves from the conscnsus rcached by almost all partics
around 1969. Today cducational rcform is seen by these factions as a problem of
financial resources, and these resources, so goes the argument, are not available in the
necessary amounts. In this way doubt is also cast upon those refornis which would not
require great financial sncans but which call for hard political decisions and a decisive
commitment to basic democratic valucs in socicty. We cannot predict at this time
whether integrated teacher education as a program and a concept will become the new
modcl for teacher training in the Iederal Republic.
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REFORM IN TEACHER EDUCATION THROUGH |
DEVELOPING PERFORMANCE ~ (COMPETENCY)
BASED TEACHER EDUCATION PROGRAMS*

G.LE. DICKSON

Dean, College of Education
The University of Toledo
Toledo, Ohio, U.S.A.

Most teacher cducation programs today operate without any prior comprehensive
conceptualizatiun from- useful research findings and socictal concerns. Very few are brilt
on assumptions about the role of the learner, the changing role of the teacher in a
changing socicty, and the kinds of skills and attitudes that a teacher needs in order to
continue to grow as a tcacher and as a person. The conceptualization of most programs
today is in tcrmis of the particular courses needed to meet somconce’s standards or, in the
United States, teacher certification requircments. Most programs arc designed without a
rescarch or theoretical basc. Major brcaklhroqghs have been made in teacher educatiun
research concerning the analysis of tcaching behavior and the conception of such
behavior as a complex of skills that can be identificd and practiced systematically under
specifiable conditions. A number uf innovations, such- as micro-teaching, interaction
analysis, simulation, and team teaching, have been introduced into tcacher preparation
programs but they have been used in an appended, piccemeal fashion. While such innova-
tions offer program potential, the net result is that despite their addition, the total
program doces not change significantly. Innuvation in teacher education should be viewed
as an interrclated portion of a complete program. Innovative program components nced

consideration in terms of the total system and how the goals of that sysiem arc to be
achicved,

There is rcally no longer any way 1o hide from the forces which arc pushing and
pulling the tcacher cducation profession toward drastic change. Using the United States
as an example, | can report that there is a serious breakdown in the desire and ability of
Americans 1o support cducation adequately at all lewls. This attitude is causing a
definite reconsideratiun of what shall be taught and how it will be offered tu learners as
well as the extent to which a public is willing to fund cducation professiomls who fail to
address themsclves adequately to the educational problems of the day. Accountability in
cducation has become a national policy. Educators are being forced to accept responsi-
bility for their performance and the performance of their products. Various stratcgics arc
being developed to provide a frustrated public with cvidence that our cuntract with
school patrons involves more than simply showing up for work on time and putting in a
minimum number of hours. Performance contracting is an cxample of onc of these
strategics. 1t is cvident that the public education system of the United States has certain
weaknesses and is unable to do what it has been commissioned to do for large segments
of our population. Witness the national concern over persons from culturally different
backgrounds who find it difficult to learn in present schools with present tcachers. We
have too many children with reading difficultics; there is a lack of vocational preparation
for many youth; there are vain attempts tu cope with “in-school dropouts.™ School
officials arc becoming increasingly concerned with the inability of beginning teachers to
meet fully the expectations of the school district and find a pressing need to provide
morc “on-the-job training™ for new teachers. Pre-service and in-service teacher cducation
students charge that teacher cducation programs lack “‘relevance®” to the current social
and cducation: scenc. Added 1o all of this in the United States is the growing demand
by the teaching profession for a greater voice in matters of teacher program planning and
certification. The genceral desire is clear for increasing sclf-regulation within the teaching
profession. Finally, we arc faced with an over-supply of individuals holding qualificd
teaching certificates, but we have a distinct under-supply of real teaching ability. The

*This paper. delivered by Dean Dickson at the 1972 ICET World Assembly, is a
partial chapter of A Partnership for Renewal: Competency-Based Teacher Education
and the Multiunit School. Berkeley: McCutchan Publishing Company (in press).
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teacher shortage in the United States has been met physically but not in terms of
quality.

The point being made is that the demands of socicty and current cducational
change cfforts have triggered confusion, uncertainty, scli-analysis, as well as ¢ Xcitement
and hopcfulness in tcrms of the options available to teacher educators as they seck new
dircctions. As we react to the swecping social and cducational ~hanges confronting us,
two broad stratcgics for the design and operation of teacher cducation programs arc
available and in competition. H. Del Schalock of the Teaching Research Division of the
Oregon State System of Higher Education, has identified them as the Experience-Based
strategy and the Performance-Based strategy.

The first strategy is descriptive of most teacher cducation programs in operation
today. The expericnce-based teacher cducation program by and large involves a specified
number of courses and course hours in specific arcas of study plus a student teaching
requircment. The standards of teacher cducation accrediting adopted by the National
Council for the Accreditation of Teacher Education in 1970 cxpress this concept quite
well by recommending (1) course work in the arca of gencral studics, (2) content of the
teaching specialty, (3) humanistic and behavioral studics (4) tcaching and learning theory
with laboratory and clinical experience, and (5) a “practicum* experience. Such specifi-
cations arc simply classes of experience in which prospective teachers arc to cngage.
They do not specify what is to be taken from such expericnce nor do they indicate what
prospective teachers, need to know or to be able to accomplish in order to become
qualificd to tcach. Programs designed on this basis arc not performance-bused unless one
considers that maintaining specific gradc-point averages in the courses taken is cvidence
of teacher competency or success. This approach to teacher cducation has consistently
been found wanting in the past and continucs to do little toward mecting present and
futurc cducational challenges.

The answer to real change in tcacher cducation is the strategy involved in he
development of performance-based programs where the outcomes expected to be derived
from such programs are clearly specificd. Operationally, this means that the knowledge,
skills, attitudes, sensitivitics, and competencics, that prospective teachers are expected to
have upon completion of a teacher cducation program are specificd and the indicators
which arc acceptable as cvidence for the realization of these outcomes are made known.
We classify this type of tcacher training as performance or competency-bascd teacher
cducation. Such reference simply mcans that the competencics to be acquired by the
student and the criteria to be applicd in assessing the competency of the student are

made explicit, and the student is held accountable for meeting these criteria. The teacher
competencics to be specified are those involved in the particular teacher skills, under-
standings, attitudes and behaviors that facilitate the intellectual, social, cmotional and
physical growth of children. Three types of criteria are used in determining the
competencics of the teacher: knowledge criteria, performance criteria and product
criteria. Knowledge criteria are uscd to gauge his cognitive understandings. Performance
criteria arc cmployed 1o assess his teaching behaviors. Product criteria are used to assess
his ability 10 teach including an cxamination of the achicvement of pupils he has taught.

The trend today 'in American teacher cducation is obviously toward a stronger
cmphasis on performance and product. An increasing number of people in the teaching
profession arc becoming unwilling to accept the assumption that simply because some-
onc “knows™ somcthing he can nccessarily apply his knowledge. We arc becoming
increasingly uncomfortable with the magnitude of inference between “knowing™ and
*doing™ and the time has come to ask prospective teachers for the cvidence of what is
cxpected of them as well as that which is specified for them. No longer can teacher
cducation programs give greatest weight to the teacher’s knowledge. Knowing and the
ability to apply what is known arc two very different matters.

The major and most far reaching cffort in the United States to accommodate the
forcgoing points of view has been the Model Elementary Teacher Education Programs
sponsoted by the United States Offize of Education. Ninc of these developmental
rescarch programs werc funded in a Phase | design cffort. An additional program was
added during the Phasc 11 feasibility studies which looked into the matter of program
dcsign time and cost factors. These ten model teacher cducation programs, which run to
over two million words of rescarch reports, arc major contributions to teacher cducation
and educators everywhere. These model designs and the subsequent, cooperative work of
the model dircctors and their colleagucs, from 1967 to the present, have formed the base
and real substance of what is known as competency-based teacher education.
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Systems Analysis Approach

The fundamental process for competency-based teacher education curriculum
development research is thic systems analysis approach. Systems analysis is a gencral term
for the process of applying scientific thinking to large scale problems. The use of this
concept in tcacher cducation must be thought of as indicating a concentration on
process. We have thought of tcacher education as a system because (1) the role of the
tcacher must be designed (and his cducation developed) in the context of various related
cducational 1olcs (such as tcacher aides, educational technologists, various supervisory
personncl, ctc.); (2) the role of the tecacher must be considered in rclationship to all the
clements of the learning cnvironment (such as books, theories of teaching, cquipment,
ctc.); (3) the distinction between pre-service and in-service training is climinated and
tcaching is morc and more vicwed as a continuing, developmental process; and (4) the
cducation of tcachers has become goal-oriented based on the development of com-
petencics required of the teacher in order to facilitate children’s learning.

With this rationale in mind, a teacher cducation system has as its purpose the
dcvelopment of tcachers who possess certain knowledge, skills, and attitudes which will
facilitate the learning process for children. Its processes arc the readings, discussions and
cxpericnces that a teacher undergocs as he attempts to achicve the nccessary knowledge,
skills, and attitudes. lts components are the managerial and instructional units (courscs,
learning modules, scheduling unit) nccessary to organize and monitor the processcs
designed 10 achicve the program’s purposes. And the products of the system arc the
teachers who graduate from the teacher education program so conceived. The measurc of
the system’s success is whether or not such teachers possess the knowledge, skills, and
attitudes, which the program had as its goals. Lvaluation is nccessary to ascertain the
degree to which this occurs. The information obtained from such evaluation is then fed
back into thc system in order to make any nccessary alterations to the purposcs,
processes, or components of the entire program. As corrections are made, the whole
cycle is repeated again and the process is obviously ongoing and regencrative.

A simple way of looking at systems is to view the entire procedure as onc of input,
proccess or operation, output, and feedback. The relationship among these components
can be shown in a simple diagram which indicates that feedback from output gocs to
both the process and input components.

— Input —— Process —p Output  —p

T ¢

(Fecdback)

The purpose of the system js realized through processes in which interacting componcents
of the system engage in order to produce a pre-determined output. Purpose determines
the process regstired and the process will imply the kinds of components that will make
up the system. ‘Thus, the systems approach forces a fotal consideration of teacher educa-
tion —its objcctives, its means, its sub-systems and their relationship to cach other.

The model builders, using a systems approach, began with a conceptualization of
the total cducational program inicluding its nceds and broad objectives, considered the
potential components of such a program, stated the specific objectives for cach com-
ponent and then designed the instructional procedurcs, called modules, to achicve the
objcctives. The analytical process of the systems approach demanded a consideration of
tcachers from a product-oricnted perspective accompanicd by reference to educational
theory and rescarch on teacher cffectivencss and the learning process. Systems theory
called for precise development of goals and objectives, because the design of all processes
and componcents in the system was dependent upon objectives which clearly stated the
criteria by which the system’s effectiveness was to be judged. Putting it simply, you must
know what you arc trying to do or there is no way of finding out if you have done i,
The systems approach forced the designers to look at educational innovations and new
practices in respect to their relationship to specific program goals and objectives. Educa-
tional innovations were not added to the program design indiscriminately. The systems
approach required that the components of the program be derived directly from the
objectives or clse the program’s achicvement was not to be facilitated.
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The basic concepts and thinking behind the systems approach are not new nor
mystical. Rather, the approach is a logical and analytical process that rests on common
sense. 1t does require some new vocabulary and a new way of approaching the design of
a tcacher education program, but unless we rcally understand the system called **teacher
cducation™ and its relationship to the whole of education, we cannot justify our current
practices nor recommend promising changes.

Personalization and Individualization

Competency-based tcacher cducation programs arc sometimes criticized as being
non-humanistic. For such programs to be both relevant and humanistic they must be
personalized and the concept of “personalization®™ requires both face-to-face personal
contacts and a varicty of strategics which individualize the instruction-learning process.
The term personalization is intended to convey a meaning beyond that implied by the
words individualization of instruction. Individualization refers gencrally to the provision
of opportunities for students to cngage in learning activitics independent from other
learners. 1t - can be accomplished in many ways but although instruction can be
individualized this does not assure @ humanistic learning environment. Personalization of
instruction, on the other hand, attempts 10 avoid the de-hunianization of instruction.

Personalization requires that students have a dircct impact on the design, develop-
ment and operational implementation of the program in which they arc participating. It
calls for lcarncrs to help determine the nature of their lcarning expericnce. This
ultimately means that cach student’s program will vary to some cxtent on the basis of his
interest, specialization, background -of knowledge, skills, and his personal learning style.
There has to be a continuing relationship between the college faculty and the student
throughout the studeni’s stay in the-program, The student is expected to interact con-
tinuously with his faculty sponsors so that the competencies to be developed by the
student, the context in which such compeatencies will be demonstrated, and the criteria
by which they will be judged, will be defined and negotiated.

The fundamental idea behind personalization is that students will know exactly
what they want to do and whit they can do. Then they are held accountable for
demonstrating the competencies they have defined and agreed upon achicving, Assess-
ment procedures are considerably modificd from what they have been in most teacher
cducation programs. Instcad of assessment being “*norm referenced,” it becomes
“critcrion referenced™ in terms of the three previously mentioned classes of criteria—
knowledge, sKkills and products. Sccking the products of a teacher’s behavior to assess
competency will mean that competence is always situation specific and cannot be
thought of as abstract or generic. Situation specific competence must always be
demonstrated in real lifc scttings. This results in the development of teachers with
markedly different “'styles”™ of teaching who can produce predictable outcomes. If we
can cngage prospective teachers in an cducation that is data-dependent and personalized
where they themselves become independent, self-dirccting learners, we think that they
will be able to create a similar lcarning environment for the children they teach,

Competency-Based Criteria

The basic point of vicw about the competency-based approach assumes the use of
the prior stated kinds of assessment criteria~knowledge criteria, performance criteria,
and product criteria. Traditionally, tcacher preparation programs have been concerned
primarily with knowledge criteria for the assessment of objectives. Almost without
exception such competencics arc stated in terms of courses required and evidence that
time has been served, including some form of student teaching. This lack of clearly
defined outcomes hampers teacher education processes. Even when sufficient time for
student teaching is provided, the lack of specific performance cxpectancics makes it
impossible to mcasure the cffects of training on the performance or the student’s
rcadiness to cnter the teaching profession. Emphasis is now shifting to assessment
procedures which emphasize performance criteria and such criteria should be as rigorous,
systematically derived, and cxplicitly stated as the criteria for assessing knowledge. The
ability 10 attain specificd objectives with lcarners (or products) represents another kind
of compectence which will be requircd of a tcacher candidate. Such assessments of
knowledge (what a prospective tcacher knows), performance (what a prospective teacher




can do), and products (what a prospective teacher can achieve in learners), can be made
and described systematically. Only when a prospective teacher has the appropriate
knowledge, can perform in a stipulated manner and can produc: anticipated results with
learncrs, will he incet competency-based requircments,

Regardless of the basis for assessing compctence, two general conditions must be
met if competency-based teacher preparation programs arc to be a reality. Iirst, there
must be reasonably precise statements of the specific competencics 1o be achicved.
Sccond, there must also be reliable procedures for assessing competence in terms of the
appropriate criteria developed. These two conditions require some procedural conditions
which must be observed. Decisions on what behavior and what producis are to serve as a
criteria base must be made in collaboration with appropriate agencics or persons who act
together to specify appropriate knowledge, behaviors, or product outcomes. Thus, the
teacher cducation institution is no longer the major determinant of program focus or
requiremients. All aspects of education must become a part of the act in determining a
basis for competence assessment. Another important procedural condition is the use of
behavorial objectives as a form for stating outcome expectancics. The nced for
behavioral objectives grows with the conviction that desired cducational outcomes can
be specified and measured with reasonable precision. These institutional objectives wili
specify the behaviors to be acquired by the student and will include understandings,
attitudes, and skills. Expressive objectives may also be indicated which will specify
cvents to be experienced by the student without any prescription or prediction of
possible outcomes.

In a competency-based teacher education program achicvement is held constant and
time varies. In present tcacher cducation programs time is held constant while achicve-
ment varics. Competency-based programs put their greatest emphasis with students on
cxit, not cntrance, requirements. Traditional programs put the greatest emphasis on
cntrance requirements. It appears much more germane to examine an individual’s
abilitics after completion of a program rather than before he has entered it.

Instructional Modules

At the heart of 3 competency-based teacher education program is the instructional
module. An instructional module may be defined as a sct of learning activitics intended
to facilitate the student’s achicvement of a specific objective or sct of objectives. In its
simplest terms the module consists of the following clements: (1) A specific objective or
sct of objectives in behavioral terms; (2) A pre-test designed to assess the student’s level
of achicvement relative to the objective or objectives prior to the expericnce: (3) A scrics
of instructional activitics designed to help the student meet the objective or objectives;
(4) A post-test designed o assess the student’s level of mastery relative to the objective
or objectives.

Certain facts about the various clements of a module are worthy of cmphasis. The
objective or objectives are made public and arc based on competencics which arce reality-
based. The pre-test provides the student with an opportunity to demonstrate
competencics he alrcady possesses with the option to by-pass the instructional activitics
rclative to those competencics that he can demonstrate. Both the pre-test and post-test
arc reality-oriented; therefore, performance and product criteria arc gencerally utilized to
assess student progress. And most importantly, module usc increascs possibilitics for
scif-pacing, individualization, personalization, indecpendent study and other means of
instruction, all of which arc obvious advan tages.

Other Factors

Competency-based teacher education calls for continuity or the joining together of
pre-service and in-service teucher training. We assumec that a teacher is’ never fully
cducated and his intellectual and practical development is a continuous matter which
must be nourished regularly, Conscquently, the concept of a fixed three or four ycar
program for teacher cducation is discarded, and concentration is provided on a more
balunced and intcgrated approach 1o continuous teacher growth. The competency-based
curriculum is deliberately designed for growth with respect to given knowledge, teaching
performances and student outcomes because possible hicrarchics of learning from the
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simple to the complex in the various content and skill arcas arc madc more explicit.
Competency-bascd design strategy calls for timely delivery of instruction at the time the
tcacher needs it, not just during vacations, weekends, after hour sessions, or in informal
instructional classrooms. The attempt is madce to make cducation as cxplicit and as
public as possible with altcrative objectives and instructional routes from which the
next steps of growth can be sclected. Finally, this curriculim approach includes the
tcchnology which enables the various partncrs in the teacher cducation enterprise to
maintain anticipatory design activities which permits the program to continue dclivering
instruction based on changing nceds. Under these conditions continuity in teacher cduca-
tion is a nccessity, not something to be possibly considered.

Multi-instructional organizational patterns and inter-disciplinary study arc
prominent in competency-based teacher cducation. Multi-institutional organizational
patterns refers to the fact that tcacher cducation must be the business of not just
colleges but also public schools, involved cducational and governmen tal agencics, cduca-
tional industries, cducational professionat organizations, tcacher cducation students, and
the community where teacher cducation activity takes place. Such a conception greatly
extends the cooperative base for tcacher cducation planning and operations. The
objective is to maximize the resources available to teacher cducation programs and to
involve more closely, dircctly and indirccily, those concerned in the decision making
processes related to teacher cducation. Various kinds of partncrship relationships can be
developed with the usc of consortia becoming a more predominant pattern of organiza-
tion in providing tcacher cducation programs. Teacher Education is coming of age as a
behavioral science. The cnd of this century will see tcacher cducation programs
developed and conducted on the basis of cmpirical knowledge about learning and the
conditions best suited to effect it. This will necessitate an inter-disciplinary approach in
teacher education because the behavioral sciences arc inter-disciplinary by naturc.
Teaching tasks call upon such a range of sensitivitics, information, and skills, that only
an inter-disciplinary approach to teacher training is conceivable, The tcam approach to
studying human bechavior must be replaced with a system where academicians and
profcssionals can work together as truc colleagues. 1t is interesting to notc that on many
collcge campuscs today the growing edge in any rescarch or developmental process is not
in the traditional departments, but rather in centers, institutes, burcaus, or laboratorics
where scholars of various persuasions and disciplines combine their talents to solve a set
of problems or a common problem. Cross-fertilization secms the key to the matter and
the better way.

Education today is suffcring becausc of a luck of systematic cvaluation in tcacher
cducation. 1t is onc thing to plan a coursc of training for teachers but is quitc another to
determine how future teachers will behave once they take full responsibility for their
own classrooms. Competency-based teacher cducation focuses unusual attcntion on
cvaluation, If such programs arc to be effective in realizing their objectives, it is essential
that modern systems technology be cmployed in their management and cvaluation. The
basic concept underlying this idca is the validity of a systematic procedure in dcaling
with planning operations. We must begin with a clear understanding of what is to result
from our cfforts, make detailed plans to achieve these objectives, and then put our plans
into cffect while constantly cvaluating and rcvising as better means arc found to achicve
the objectives. A program so arranged in behavorial terms can be cvaluated at any given
point and  time, and provisions for prompt and objective feedback will cnable it to
become self-correcting.  Regretfully, present tcacher cducation programs have not
required the collection, sorting and frequent retricval of large amounts of data for
cvaluative purposes. Incrcascd attention to cvaluation using systems management
procedures calls for in-service staff training as well as the collcction and use of an
increasing number of specialists such as Pprogram systems analysts, computcr pro-
grammers, media specialists, systems technicians, counsclors and accountants. The all but
ncglected arcas of program cvaluation and management in teacher cducation require far
greater atiention than has cver been the case in the past.

The forcgoing information has provided a gencral indication of what is involved in
competency-based teacher education. Undoubtedly there arc many questions, most
prominent of which would be, “What docs this mean for me if such a program werce to

Q be developed at my institution?” To try to clarify the concepts just provided and to
EMC answer the question just posed, this paper will be concluded by, first, unfolding the
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process that The University of Toledo Model designers utiized in developing their
competency-based tcacher education program and, second, indicating the potential
changes in faculty roles which will accrue from such a program,

Toledo Model Program

Within their teacher cducation universe, the Toledo plannera attempted to deal
appropriatcly with all of the sub-systems of the larger system. They called thase sub-
systems target populations. The target populations were the pre-service students
preparing to teach m preschools, kindergartens and clementary schools; in-service
teachers; administrative personnel in public schools; college and university personncl
associated with teacher cducation programs; and supportive personnel such as teacher
aides and various other types of paraprofessionals. We assuined that if we were to have
any success in changing tcachcr education the new program must deal with all of these
target populations and all would be involved ina training or retraining process.

Our basic process for the project required an analysis of the general goals from the
perspective of the teaching-leaming process, cducational technology, socictal factors,
research, and instructional organization. These con texts, in our opinion, represented the

morc important sources of change in tcacher education today. EEach context was broken
down into major subject ageas which were further ‘divided into topics. Behavorial
objectives were then prepared for cach of the six target populations utilizing cach topic
within cach of the five contexts. These behavorial objcctives were next armed with the
details necessary for their implementation by specifying the procedures, materials, and
cvaluation processes to be used to achicve the objective or objectives, We called the
results of this effort, Educational Specifications, A collection of these specifications or
an claboration of any one prevides an instructional modulc. This cffort finally produced
876 usable spccifications which incorporated over 2,000 behavorial objectives. The
cducational specifications and/or instructional modules were then organized into
potential teacher cducation programs for cach target population and also for limited,
special purposc programs which are possible with our Model.

The above description is simplificd but it incorporates all of the principles involved
in developing a competency-based teacher cducation program including the designing of
the cvaluation component. Because we sincerely desired to address ourselves to change in
teacher cducation, we stated that all groups of cducational personnel who arc in any way
actively involved in the education, induction and support of new teachers must be
subject to training or retraining. Further, we belicved that any ncw challenging tcacher
cducation modcl program should also result in corresponding changes and innovations in
the clementary school sctting where the model is to be applicd and jts products placed.
Thus, we abandoned the concept of teacher preparation for the clementary, scl-
contained classroom and graded school and incorporated the idea of the multiunit schos!
and team-tcaching concept developed by the Wisconsin Rescarch and Development
Center for Cognitive Learning, an clementary school model which is now a national
thrust and policy. Our model cfforts were not limited to traditional group activitics but
involved individually guided cducation and a program of individualization and personali-
zation. We felt that the elementary school teacher should not be preparcd exclusively as
a generalist but have specialization in onc of the four basic ficlds of teaching com-
petence: language arts (reading), social studies, mathematics and scicnce. We thought
that a very decided instructional cffort must be made to train teachers in terms of
understanding and using the inventions of modem educational technology. We thought
that teacher cducation programs could not rely only on child devclopment points of
view but should also incorporate some concern for the outcome, behavior and overt
operational procedures by which specific behaviors can be elicited. W'e strongly belicved
and built into our program a keen awarcness for cultural and social fixctors. We realized
that rescarch in teacher education could not be blithely ignored for the time has come
for teachers to become classroom rescarchers and to be far more adept than they now
arc in assessing and cvaluating teacher behavior and style. We advoc.icd a teacher educa-
tion program that would be a combination approach of work ary study, practicum and
cxpericnce, and content and training. College course work was always accompanicd by
ficld cxperience and public school classrooms became the physical facility for tcacher
cducation courses. Continuous cooperative and coordinated teacher cducation cfforts
with all scgments of the community was emphasized. Finally, we assumed that a teacher
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cducation program was continuing and that the four year structure was simply a starting
point not a conclusion. Our attitude about our Model is that it constitutes an exemplary
program but not an idcal. It provides a broad gencral dircction not a highly specific,
narrow treatment. We think the Model can stand as it is. But as we implement it, we arc
constantly making changes as we try onc strategy or another. Thisis consistent with our
overall philosophy that our original specitications were not “forever,” the last word in
tcacher training. We think we have created a Model which is self-renewing and constantly
“‘becoming™ a better program.

Changes in Faculty Roles

Future faculty members will beconie increasingly more specialized and such
specialization will take forms different from those of the present. Present specialitics
such as curricutum specialist, cducational psychologist. ct cetera, arc rather broadly
dcfincd and such persons are involved in many activitics peripheral to this speciality. The
philosophy of *cverybody should be doing cverything™ is no longer tenable.

A type of specialization which we foresee cmanating from competency -based
teaclier cducation developments will be the creation of the learning specialist. This
person will be involved with a behavioral approach to teacher cducation and will be
proficicnt in such arcas as the development of behavioral objectives, the organizing of
cducational modules, and the cvaluation of cducational outcomes. He will be a specialist
in the learning-teaching process, and he will not be separated, in theory or in practice,
from the real world of tcachiing. Another type of specialist will be the rescarch and
cvaluation specialist. Competency-based teacher education programs will nced
individuals trained for roles in developmen tal rescarch and cvaluation. Such rescarch will
relate to the improvement of training programs and will be conducted within the context
of an operating cducational system. With. emphasis being placed on cvaluation of an
cmpirical nature which is ongoing and supportive of decision making, a specialist in this
type of activity will be certainly needed in the teacher education of the future.

L:ducational technology specialists will be nccessary who will be able to instruct
students in the methods of using educational technology and media and who can also
work with teachers and other faculty to improve the effective implementation of their
roles through the use of media. Instructional specialists will become necessary as teacher
cducation programs shift dccidedly from gencral information transmission to instruc-
tional puidance, demonstration and modeling. Individualized instruction and per-
sonalized attention in teacher education is difficult to visualize with a professor lecturing
to a class of scveral hundred students. We will need specially trained faculty members
who arc adept builders and organizers of learning activitics and who with their students
can become learners together. Such specialists will be required to use the products of
modern technology in their professional activitics. They must know how to individualize
programs for students which involves con tinuous monitoring, assessment, and feedback.
Such individuals will nced to be more knowledgeable about clementary rescarch pro-
cedures and principles and also be able to demonstrate their ability to apply such
principles. Such professors, in cooperation with other personnel, will become in-
creasingly responsible for program decisions and continued program development, With
this responsibility comes a new dimension of accountability in the lives of professors. All
of this will not ncgate present training and expertise in specific subject arcas but much
more must be added to the repertoire of the current professor than is presently the case.

We will also find that faculty members will be required to spend a majority of their
time in the ficld where instruction with children takes place. This further means that the
base of personnel considered teacher cducators will be broadened. The university
professor will be required to sharc his position as teacher cducator with personnel from
the public schools and other cducational agencies. They will all become functioning
members of a new cducational lcam on a new basis of parity. Presently, most faculty
members can pursuc their professional activitics in relative isolation. When the individual
is opcrationally a member of a professional tcam, the demand and cven the motivation
for excellence is much more acute. Working dircctly in a team context with onc's
collcaguc will increasingly become a characteristic of the faculty rolc. Such tcams will be
organized for the task to be done and not based on some status formula, The organiza-
tion of teacher cducation faculties will be morc along process lines than traditional
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subject or professional arcas, With this will come the demise of some old loyaltics and
the emergence of new identifications for the teacher education professor.

Will all of this result in the teacher cducator becoming the alien in his university
setting? Will faculty roles in teacher education be incompatible with faculty roles in
other portions of the university so that teacher cducators will be even more isolated than
is presently the case? On the contrary, we feel that such new roles suggested for teachers
of teachers arc more compatible with current university dircctions and developments in
higher education. Using the concept of shared responsibility for tcaching and learning
should create more self-motivition on the part of lcarncrs and teachers and a different
kind of unit in terms of place and purpose,

The chunging faculty role implics a major task of faculty re-education, with all its
content, procedure and logistical detail. Such a faculty member should becoine the
change agent of future teacher education process and progress, The faculty make the real
difference in all design and development cfforts because such cfforts require faculty
understanding. dircction and support. Changes in teacher cducation will come only to
the extent that faculty concepts of their own roles change in ways which provide both
the dircction and the force required to build the new tcacher cducation,

Conclusion

The entire effort by the model directors in competency-based teacher cducation has
been to procliim. delincate and prescribe change in teacher education. Socicty has
changed the goals of cducation but most cducational institutions, especially colleges and
schools of cducation, appear uninforined of the new goals, The nceds and natures of
learners lave changed, but our schools, where the graduates of teacher cducation institu-
tions are placed, are still organized and operated for pupils of an carlier, simple time.
Curriculums have changed but have not kept pace with social, cconomic, cultural and
technological changes, That educators have not kept up with socictal change is not
unusual or uncxpected. It is not a simple matter to keep educational goals und practices
consistent with socicty's needs, but saying this does not lessen the need to reduce a
major aspeet of socictal strain and to achicve the development of 2 more appropriate fit
between socicty and cducation. This is a crucial objective of a modern socicty. This is
the task to which the model builders have addressed themselves in teacher education, We
arc fundamentally concemed with teacher cducation because it is here that educational
forces seem most resistant to change, bul it is also the place where the greatest educa-
tional breakthroughs can be realized and exploited,

The cvolving, changing, regenerative nature of teacher cducation has been
suggested. Teacher education prograins of the future must have the built-in capacity to
reform, renew and change themselves. The method of progranmi development called
“competency-based teacher education® can make possible the consideration of teacher
cducation as cvolving, clunging, and regencraling. In all of the model cfforts, our con-
cern for educational change has been our central guiding principle. We want to make it
clear that change is contemplated for both the teacher cducation process and its pro-
ducts, If the process ean be transformed, we cexpect to realize very different products. If
the behavorial objectives established by and for our products are achicved, we expect
teacher cducation operations of a vastly different nature. We hopc you join us in the
final, uncquivocal conviction that the cducation of teachers as it now cxists must be
fundamentally changed.
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Getting It All Together: Performance Based, Educational Renewal
And Teacher Centers '

EMMITT D. SMITH

Dean, College of Education
West Texas State University
Canyon, Texas, U.S.A.

Needed change in teacher cducation has proven to be one of the most clusive of all
cducational endcavors in the history of the United States of America. The Texas effon
is plainly and purposcfully classificd as a revolutionary cftort; or an cffort frop: within
the Texas cducational system which seeks to change the structure of the system in ways
which will allow and nourish nceded changes in teacher eduetion. The three specific
clanges which the Texas eltort sceks to effect are pational in scope and are included
among chief innovations in teacher <ducation now beiug coaidered in the United States.
They may be stated here as new directionsén texcher education:

Al tcaens: Aucaiion, bnth pre-service and inscrvice, shauld be performance.

based.

2. Fac setting foe all teacher education should be the teacher ceater; in our
country this tciin means & cducational cooperative including the community,
tolloge of university, and clementary of secondary school.

3. Excellent teacher cducation must take place as an integral part of the act of

education renewal. The act of cdueatica rer.cwal Buplics continuous, cyclical,

systemic action including neads asséssmient, goal and priority sctting, strategy
developmens, trial, 22.Jdback and replication. The education rencwal system
provides both inceative for intelligent growth and accovatability.

Adito.gh these threo innovations in teacher education may be '.';\'prcw.‘d separately, and
cven performed on an experimental basis separatcly. they can only become actual
chianges in a total cducational system together, for they are interdependent. Each of the
thr=c innovations, performance-based teacher education. the teacher center, and cduca-
tio-=l renewal, may be found in several distinct places in the United Statces, but among
the few instances of a large seale cffort to “pet it all together™ is she: Texas Teacher
Center Project which is piloting progras built on the three innovations.

il is important to renember that in the United States the responsibility for public
cducation is placed in the S0 staics rather than at the federal or national level. Since the
Texas Veacher Center Project is a revolutionary cffort, coordination and icsponsibility
for the total effort were located in the Texas Lducation Agency, the $iatc admistratéize
unit for public education in Texas. The Texas Teacher Center Project originate: n 1670
and has just completed its second ycuas ueder the auspices and funding of the sational
Center for Educational Systems (NCLES) and the National Center fav Educatio:al Com-
munication (NCEC), bath divisions of the United States Office of Educativn. In the
United States, the national governmens secks to challenge the stales continuously with
new and improved ideas in ¢ zucation; and, through tunding opportunitics, cncourages
the trial of these new and irproved ideas. It remains the responsibility of the state to
turn the innovation into practive xid nuaintain itas long as it is nceded.

Believing that change does not just i-sppen in a vacuwrn Lut must be nurtured in an
environment designed for it, the plariers of the Texas Veacher Center Project were alert
to all opportunitics beyond thosc directly connccted with the Project to influcnce
thought in the statc along .2 s:ncs of the three innovations in teacher cducation men-
tioncd above, Onc of the significant cfforts concurrently developed with the Texas
Teacher Center Project was the Texas Teacher Certification Study, a state sponsored
project totally separate from the pilot Texas Teacher Center Projeet. As a result of this
study, in Junc, 1972, the Texas State Board i Education adopted ncw dircctions in
teacher cducation which incorporate the thrss innovations. In the mcantime, legislation
was enacted in Texas, referred to as Senate Bill 8, which re-defined teacher cducation as
being th ¢ joint responsihility of the college-university, clementary-sccondary education,
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and the state, This legislation also fanded the part of teacher education carricd on in the
clementary and secondary school. Thus, as the three innovations in teacher cducation
were being introduced into Fexas, change was effeeted in both legislative and regulatory
action to nourish the innovations. Again the effort 1o “get it all together™ was in
cvidence, providing legal and regulatory action and changing the inner structure of the

system to accommodate the innovations concurrently with the instruction and piloting
of the innovations.

OF the three innovations, the concept of performance-based teacher cducation is
fully described clsewhere in this volue by my colleague, George Dickson. 1 will call to
your attention again that in Texas cach of the teacher centers is committed to develop a
performance-based teacher education progrant, and the new regulatory action by the
State Board of Education fast month guaranteed that all new tcacher centers will move
in this direction.

What is a tcacher conter in the United States? ‘The teacher center concept in Great
Britain is quite different from the onc emerging in the United States. In the United
States, the idea is so new that there is no single prototype which could be described asa
United States teacher center model. The model developed in West Virginia and also
included in this report is onc American example. The Texas model. with which | am
familiar, is another, and other miodels are being developed in other states. The Texas
Teacher Center is not a place; it is instead an administrative structurc, an cducational
cooperative. This cooperative consists typically of three operational partners and onc or
more basic partners. The operational partners are the Education Scrvice Center (a State
agency), one or more colleges or universitics, and onc or more public clementary-
secondary school districts. One of these partners serves as the fiscal agent to receive and
cxpend funds. The staff of the teacher center is drawn from the facultics of the three
operational partners. The basic partners in the cooperative typically arc the community
and professional organizations of teachers. Some tcacher centers have enlisted business
and industry as partners. The policy-making board of control for the teacher center is
made up from representatives of its partners. The only powers the teacher center has are
the powers given it by its mentbers. It is financed by partnership funds, state funds, and
federal funds, In Texas there are now 21 teachier centers and more than 90% of all the
teachers produced in the state are educated in these 21 teacher centers.

The program of the T'exas "Teacher Center is developed around agreed upon objec-
tives including (a) the coneeptualization and ficld testing of performance-based teacher
education, (b) cducational needs revealed by a formalized needs assessment program, and
(c) innovations in cducation. One of the ingredients of a Texas Teacher Center is the
Learning Laboratory. The Learning Laboratory is a place, somewhat similar to the
British model of the teacher center, where teachers and all school personnel study and
plan new and improved approaches in cducation. Collections of new teaching matcrials,
work rooms cquipped for construction of materials, media of all kinds, demonstration
teaching rooms, observation facilitics, seminar rooms, and a central information services
facility. characterize the Learning Laboratory in the Texas Teacher Center. The Learning
Laboratory is used by all personnel in the Teacher Center: clementary-secondary school
people, college or university people, and persons from the Education Service Center,

The third innovation being piloted in the Texas Teacher Center Project is called
cducation renewal. This innovation is closely tied to the teacher center: in fact, it is the
substance of the teacher center program and is implemented chicfly through the Learn-
ing Laboratory. The purpose of cducation renewal is to give continuous new life to the
educational process, both teaching and learning. The cducation rencwal concept begins
witlt an on-going, continuous nceds assessnient program which pin-points nceds of chil-
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dren and youth in the clementary-secondary schools, the needs of teachers as they deal
with the nceds of children and youth, and the nceds of parents and communitics as they
continuc o try to improve the cducational system. After objectives and prioritics arc sct,
based on nceds, strategics are developed to meet the needs. Piloting of strategics follows,
continuous feedback is utilized in the system, decisions for change, if nccessary, arc
madc, and the cyclical cducation rencwal process is at work.

At the point of strategy development in the rencwal process, an extensive delivery
system with information scrvices was activated with local, state, and national linkage.
This system channels into the teacher center through the Learning Laboratory a continu-
ous flow of new and improved approaches in cducation with related information from
the total national output. We hope soon to extend our coverage to include new and
improved approaches at the international level. These new approaches, including materi-
als, teacher cducation packages, and teacher guides, arc under constant study by teachers
and other school personnel as they continue to look for more cffective ways to mect the
revealed cducational needs of children and youth. Since the cducation renewal concept
does not stop with staff development but includes actual improved learning situations
for children and youth in clementary-sccondary schools in the teacher center, this in-
novation serves not only as an agent for professional growth but also asan accountability
system which, in turn, is a basic characteristic of performance-based tcacher education.
The information services facility is in thc model development stage. The chicf informa-
tion source involved in the model is the Education Resources Information Center
(ERIC), a division of the USOE National Center for Educational Communication. The
Texas Information Scrvices model is ticd clectronically into the ERIC system and will
provide at the teacher center level rapid scarch and retricval of the information stored
nationally.

At the piloting point in the education rencwal process, actual clementary-sccondary
pyramidal school sites including a critical mass of students at both clementary and
secondary levels are named in cach teacher center. These sites scrve as piloting stations
for new and improved cducation products. After the innovation has been proven at the
piloting state, these pyramidal sitcs become clinics for dissemination and replication.

In summary, what has been bricfly outlined here is a revolutionary cffort which has
attacked the system from within through synchronized action involving new legislation,
new regulatory action, the establishment of a local, state, and national dclivery system
with continuous information scrvices, and the formation of an cducational cooperative,
the teacher center. We hope we have been able to open the door in Texas to all cduca-
tion innovations nceded, such as performance-based teacher cducation, in our on-going
cfforts to improve our total cducational system.
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TEACHER TRAINING AND RENEWAL OF SECONDARY
EDUCATION IN BELGIUM

Madame M. Verdicre de Vits .
Principal, Higher Teacher Training Institute
Brussels, Belgium

Teachers in Belgium, and doubtless everywhere elsc, feel that they are no longer the
sole source of information for their pupils and they are learning—a difficult task!—to
help their pupils to organize the new knowledge pressed upon them by modern infor-
mation media and to turn to good account all the resources available in their environ-
ment which, in these days, is rich in stimuli no matter how humble it may be. Children
arc better informed and the teacher foo must be better informed and familiar with new
fields of knowledge. ‘This is why Belgium has laid great cinphasis in the last few years on
the quality of the training provided for prospective teachers and on appropriate
measures 1o cnsure in-service training for large groups of practicing teachers through
seminars, teacher-training days and courses, correspondence courses, education by tete-
vision (modern mathematies in particular), radio broadcasts, and so fortir. The question
of whether the training of all teachers should be provided at the university or outside it
in the higher teacher training institutes (the former teacher training colleges) is of great
interest at present. Because it is an important cultural center, a meeting place of idcas
and a privileged center of research, the university would probably offer the most stimu-
lating conditions for tcacher training. Others believe that teacher training should take
place’ outside the university, but that closer contact should be established through the
organization of common courses, lectures, and other shared activitics. The controversy
gencrated by this issue is clearly going to continue for some time.

Renewed Secondary Education {(1969-1970)

The renewal of secondary cducation or the New Education is one of the most
important reforms of recent years. 1t has modificd the goals, curricula, methods and
spirit of the first cycle of secondary cducation. Until now this reform has been applicd
on a purely voluntary basis and at the present time 239 secondary schools have carried it
through. 1t may be said, although it is an over-simplification, that the democratization of
cducation in Belgium derives from four basic and sometimes contradictory principles:

1. The sccondary schools must provide cducation for the masses in the sense that
the whole of the school-age population must be admitted to the lower secondary
cycle at the very least.

2. The great majority of pupils should not be required to make decisive choices
between different branches of education until they are 14 or even 15 years old.

3. At the same timme, pupils should be gradually preparcd for the time when they
must take decisions and make choices by encouraging them to discover their natural
bent and interests; this means that mass education must become more individu-
alized than cver.

4. An cducation must be provided which trains pupils to beconie active citizens,
capable of 'understanding the problems of the society in which they live, and of
facing up to them,

How should the pupil be taught to choose? The problem is an organizational onc: the
child must be led to make increasingly decisive choices in matters concerning his ac-
tivitics and studics; these choices must be made judiciously in the tight of all the issucs
involved, in other words, after the acquisition of inforination, cxperimentation and
reflection. This points to the need for a system of experimental activities, comple-
mentary activitics, free activities and options. The objective is to develop as many
positive aspects of the personality as possible. The first stage, from 12 1o 14 years, is the
observation stage. The sccond stage, from 14 1o 16 years, is the orientation stage and the
third stage. from 16 to 18 years, is the determining stage. The later stage is the long
cycle whereas the short cycle, created this year, offers courses tcading 1o a professional
qualification for pupils wishing to terminate their studies a year carlier.

The following quotation captures the essenee of the renewal program for sccondary
cducation in Belgium:
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All forms of education nust contribute to the gradual creation of a demo-
cratic climate judiciously adapted 1o the age of the pupils...; the introduction
of a permanent dialogue between pupils and teachers; an intensification of
sclf-government so that young people become more capable of making a
choice and of living in freedont; and the cstablishment of a system for associ-
ating pupils with thc management of their schools. Instcad of considering the
curriculum primarily as a list of academic subjects, there is a growing tendency
to regard it rather as a means of defining educational goals. The curriculum
must generally present an inventory of the basic notions with which pupils in
the age group in question should be familiar and which, above all, they should
be able to apply in a given ficld of study or activity. 1t should provide a scale
by which 1o judge performance and skills and it should cnsure that pupils arc
introduced to modes of thought cnabling them to grasp the essential nature of
a certain number of disciplines. Finally, it should cnsure that branches of
knuwledge are not divided for tcaching purposes into arbitrary slices, cn-
deavoring instead to Promolc a global approach to reality by inculcating a
sensc of relationships.

Teacher Training for Renewed Secondary Education

In former times teacher cducation hid down the line which would ideally he
followed by the teacher and this, in turn, determined the line to be followed by the
pupil. At the present time, with the rencwal of education, an atteinpt has been made to
estahlish the objectives of the first cycle of secondary cducation, to which the teacher'’s
situation must be adapted. In other words, during the two years of psychologicat and
eductional training, there isa complete symbiosis between the teacher training institute
and the demonstration schools, The fragmentation and isokition of activitics which used
10 he the practice in the demonstration schools is being replaced by the principle of
cantinuity and educational unity. Future teachers are, as far as possible, invetved in the
oreanization of the New Fducation in the demonstration schools, They take part in the
preparation of lessons, scientific questionnaires and teaching materials, They attend
mectings of the class conunittee and, with teacher cducators, they make critical analyses
of the New Education publications conceming curricula, methods and continuous assess-
ment. They are called upon to participate in teachers' meetings and are represenied on
the parents’ committee. In short, they have an active part to play in the whole chinging
life of the demonstration schools.

There has been no great change in the curricula used in secondary teacher training.
What is different is the approach to its various component clements. Since future
tcachers will have to teach adolescents to make choices, they are trained to make choices
themselves. With their teachers they discuss and seonstruet™ their conrses in accurdanee
with their aspirations and with the requirements they will have to satisfy in their
practice teaching at the secondary level. Purely academic knowledge, to be transmitted
as such to the pupils, is accorded much less importance; what becoes parimount is the
approach to problems, open-mindedness toward the world and constant receptiveness.
Emphasis is placed on the importance assumed by the other in the formation of the
personality and on the value of effective interpersonal relations. The goad of teacher
training, then, is sclf-knowledge and knowledge of others, 1 sccks 10 train the student in
relationships with others “at the right distance” and to analyze situations lj!gcly to
motivate his behavior and that of others, A multidisciplinary education is cinphasized
which entails the breaking down of the partitions between disciplines and requires tcam-
work. Finally, we live in a society whose nmature is such that the individual is obliged to
make constant cfforts to renain effective. e must be prepared, as carly as his school
days, for change, for the revision of his aims and his behavior, if he does not want to
becomne, at the outset of his carcer, useless before having had a chance to be useful!
Science by its very nature, is a systcm in a constant state ot reorganization. In cthics,
although the state of affairs is less clear, an awarcness is developing of the need 10 admit
an attitude of constant revision and of continuous adjustment regarding morals in
relation to the problems posed by new circumstances. Our education must therefore aim
at creating beings capable of facing what is unknown to us, or, in other words, cvery
form of contingency. .

All prospective teachers receive a practical and theoretical training in the use of the
mass media of communication in order to be able to use these new methods of com-
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munication in their periods of practice teaching and for personal learning. For instance,
the teacher trining institutes are equipped with language laborutorics-and laboratories
with virions audio-visual inedia ot different types so that the student can familiarize
himself with various mechanisms and methods of operation. The recorder is coinmonly
used 10 make the student aware of his accent and his intonations, and to enable hin 10
experiment with the pitch of his voice and other variations. Closed circuit television is
provided in certain teacher trining institutes and television recording apparatus is being
used with great success to cnable the student to carty out self-criticism. t is indis-
pensable that every future teacher should “see™ himself teaching, in order to correct his
posture, gestures and general presentation. -

Learning to teach is far nore diversified than it was in the past. Although formal
lessons still exist, the students® training is bascd mainly on discussion, the collective
preparation of activities to be carricd out in the demonstration school, and the prepa-
ration of questionnaires to gnide adolescents in their personal rescarch. The trial lesson
given by a single student is.often replaced by new procedures such as an activity or
lesson prepared and conducted by two or three students simultancously, sharing anmong
themselves the teaching of the subject or the organization of the discussion. Or the same
fesson may be given by two or three students at the sane time in two or thiee different
places with groups of adolescents of the saince level; other student-spectators niove freely
from onc place to another so as to be able to niake comparisons and choices. Finally,
1eaching sequences, chosen in the course of a lesson, are developed and performed
alternatively by two or three students taking over from cach other at given moments. All
these activities are, of course, fullowed by meetings in which extremely profitable dis-
cussions take place. If all these aciivities are successfully carricd out, far from (rag-
menting i subject, they appear as the integrated work of a group and arc calculated to
interest prospective teachers in the continuity involved in teaching activitics. It is im-
portant to discover and understand the difficult or dclicate **points™ in the lesson, such
as when the subject matter is introduced, points of transition, synthesis, and relation-
ships to broader concepts. in establishments which are materially well-off, that is to say
those which are equipped with closed circuit television, it is possible to show in practical
fashion to future teachers, using for the purpose three to five students, the way to deal
with these delicate “points™ on which so often the success of a lesson depends.

The training of teadhers utilizes group cducation, with particular cmphasis on
lcadership, as a positive source of suggestion and encouragenicnt calculated to improve
efficiency. The group serves both as the context and as the medium of training. Group
discussion is a regular feature of the active life of teacher training establishments and
students are given a great deal of inforniation concerning all aspects of group dynantics
in order to function cffectively in them. Lastly, teacher training is bascd on participatory
education. Student committees and atiempts to involve students in the management of
their schools are taking shape in the institutes, with the aim of giving students as much
responsibility as possible. 1t must be admitted, however, that there are still today,
although increasingly rare, teacher training institutes.in which the futurc tcachers lcarn
of the neced to devzlop the potential for participation possessed by their sccondary
school pupils, while they themsclves live in a hide-bound and non-permissive atmosphere
in which there is practically no dialoguc between them and their instructors. This is a
legacy from the former teacher training colleges, which will soon be no more than a
memory!

IFor the purposes of assessinent, inodern methods of evaluation arc applicd, such as
multiple-choice tests, examinations in which books arc permitted and sclf-assessment (in
certain establishments only). With respect to cach discipline, the questions concerning
special methods relate to onc of the aspects of the New Education. The student must
claborate on the aspect in question by reference to hisown expericnce, to lessons that he
has given or activities which he has developed within the fraincwork of the New Edu-
cation; and, if he so desires, he may draw up a criticism of the activitics of the demon-
stration school in which he does his teaching practice, supplemented by personal sug-
gestions. There will be occasion in the future to move progressively towards continuous
assessment in institutes for sccondary teacher training, in view of good results which
scem to have been achicved in primary teacher training where this system has been in
force for the past two years. In any cise, a system of continuous assessment should be
used in the ncar future for the purpose of confirniing the future teacher's preparation for
teaching. From the point of view of aptitude for teaching, an cxamination on the basis
of two lessons presented before a jury at the end of the teacher training course is no
longer in line with the philosophy of our rencwed cducation. 1t would be far sounder
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practice to award a ycarly average on the basis of all the tcaching activitics carried out in
different establishments.

The rencwal of teacher training, which at the present time is still incomplete and
open to further development, forms part of a general socio-pedagogical movement which
involves an entircly new awareness of the situation, The school, as a reflection of socicty,
should continually revicw its objectives and its resources, so as to be able to adapt itsclf
without dclay to the social and cconomic requirements of socicty. The constantly
changing teacher must never consider that his own cfforts toward renewal are confined
to a given period of reform. FFrom the beginning of his carcer_ until its very end, the
whole range of his teaching activity should bear witness to his response to the demands
of a world that is in a statc of uphcaval and incessant change. The doors of the school
should be opened not only to present pupils but also to past pupils, to parents, even to
any citizen wishing to continuc his education; librarics, documentation scrvices, work-
rooms, and all other facilitics should be made available to everyone by the school in its
role as a center of culture. As a place where ideas arc exchanged and from which
knowledge and ideas flow, the school must not limit its range of activitics and its
influence. This is surcly the casc with a good many schools in the Sovict Union, Australia
and the United States of America. In some places in the U.S.A ., librarics, work-roonis
and music rooms, admission to which is free of charge to cvery student, whether or not
he belongs to the establishment, arc open at all times, including Sundays and holiday
periods.

‘There is every reason to belicve that the teaching profession will become more and
morc dynamic. Teachers will often be called upon to inove from onc school to another
and from onc region to another, adapting themsclves ancw. They will have to “recon-
struct™ their courses, resume their studics at all ages in a spirit of flexibility, liberty and
wobility. In view of this prospective increase in educational and human cfficiency, those
teachers who deserve it should surcly be granted, at seven year intervals, a year's sabbati-
cal leave. In Belgimm the question of sabbatical lcave hias not been considered so far in
the context of the New Education. There are good grounds for belicving that the New
Educarion will free our students from the whole gamut of supcriority and interiority
complexcs created by the antiquated emphases on competition, still defended by certain
teachers duc to the vanity of certain familics, Lastly, the pupil-teacher relationship, the
very essence of which will have changed, will have a favorable cffect on the mental
health of students who will have become their teacher's partners without respecting
them any less for it, provided that these teachers are genuine educators.

Conclusions,.~~""

The renewal Br=primary-and.sgeoidary cducation is in progress; it will never be
finished. Hs implementation will always be governed by the concern to adjust it to the
requirenients of a constantly changing socicty. The renewal of cducation for teaching is
being carried out at the same pace as that of primary and secondary education, and the
changes introduced into it match those introduced at the latter two levels. As far as
prospective teachers are concerncd, the rencwal is being brought about *on the job." .
Ministerial dircctives have less cffect here than do the nceds of the demonstration
schools that come to light as the reforms are introduced. Formerly, teacher training was
always at least twenty years behind life because of the concern for the standardization of
curricula and mcthods, derived from a fundamentally conscrvative outlook. At the

. : present time, a number of innovations arc being introduced into teacher training in an

. . attempt to nake it true to its vocation. These innovations differ according to the

situation; they sometimes occur by chiance and some of them arc more far-recaching than

: others. But common to all of them is an open-minded willingness to experiment and

: explore in the search for better mcthods and techniques. 1 is truc that this will produce

different styles of teaching and forms of teacher training. But what is the advantage in

having tcachers all cast in the same mold, conditionced, *broken in,” all reacting in the

samc way to the problems of cducation and personality? Onc thing is certain: the

teacher of tomorrow, as Belgium®s Minister of Education said last year, “will be a type
hitherto unknown®*!

Reference

. 1 Abel Dubois, Minister of Education, who has kiunched the reform aiming at the of
]: l{llc : cducation.
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INCREASING THE EFFECTIVENESS OF TEACHER
EDUCATION: INNOVATIONS IN CURRICULUM,

METHODOLOGY AND ORGANIZATION

New Developments In Primary Teacher Training In Denmark

TOM PLOUG OLSEN
Royal School of Educational Studies
Copenhagen, Denmark

Pre-Service Primary Teacher Training In Denmark

ir

In Denmark, future primary school tcachers must be educated in such a way that
they will be able to tcach any of the classes in the Danish primary school system. Hercin
fies the first problem confronting teacher education at the primary level in Denmark: on
the onc hand, tcachers must be prepared to cope with a broad scrics of gencral and
clementary subjects such as writing, Danish, arithmetic, and rcligious instruction; and on
the other hand, they must be prepared to deal with some specialized and morc advanced
courses such as mathematics, languages and social sciences. A second and related prob-
lem in Danish tcacher training is the need to achicve a balance between the pedagogical
and content courses that comprise the student teachers’ programs. From 1960-1965 a
committee undcrtook a study of the presservice primary tcacher training program in
Denmark and concluded that any revision of this program must involve *3a raising of the
level of teacher training.” On August 1, 1969, a new program was implemented the aims
of which can be summarized as follows: the student teachers acquire theoretical back-
ground for working in the primary schools and for following devclopments in the indi-
vidual subjects; the student teachers are trained in planning, carrying out, and cvaluating
their teaching by utilizing their theorctical assumptions; and the student teachers’ per-
sonal development is furthered through working with the material, through cooperation,
and through joint responsibility for their cducation. The first group of student teachers
to participate in this new progran will complete their studics in January or June, 1973.

The Revised Teacher Education Program, August, 1969

In order to gain an understanding of Denmark’s revised teacher training program,
one must cxamine scveral of its facets such as cntrance requircments, curriculum, and
cxaminations. In short, however, two principles guide and support the revised programs,
namcly, training the student teachers to cducate themselves and giving more emphasis to
the pedagogical aspects of the ficld. In the first instance, it is now realized that teacher
training cannot consist solcly of the mastery of a well-defined subject. Equally impor-
tant, the student teachers must be trained to cducate themselves so that after they have
completed their training, they can further develop and supplement their academic and
professional knowledge in step with the development of the sciences and cducation.
Consequently, they must be introduced to working methods as well as subject material;
and in order to promote this development, provision has been made for a number of
guidance periods to supplement the instructional periods in the different subjects. In the
second instance, previous teacher training programs (1818, 1894, 1930) were based
primarily on the idca that future teachers should acquire a certain amount of knowledge
in those subjects that they would be teaching. Now, however, it has been recognized that
since teacher training is pedagogical training, the pedagogical subjects (¢ducation, teach-
ing mcthods, and psychology) must be given cqual importance. Only by cmphasizing
these pedagogical courses as well as the content courses, can the student teacher attain
the insight necessary for his futurc professional role in the school.
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The basic requircinent for cntrance into a primary teacher training college in
Deninark is the schoolleaving certificate. Recently, however, a two-year introductory
course was inaugurated which cnables promising candidates who have completed ten
years of schooling but who do not possess the above-nentioncd certificate to prepare for
admission. 1t is expected that this supplementary two-ycar conrse will raise the entrance
standards by providing the colleges with a larger and more qualificd group of candidates
from which to select future siudent teachers. Formerly the training period for primary
teachcrs was of three years duration; since the revision of 1969, however, this training
period has been extended to three and a half or four years. Mt is hoped that this
innovation will permit the student teachers to specialize in two academic subjects and to
concentrate on certain age groups of their choice. ’

The curriculum of the Danish primary teacher tining colleges is organized around
the main subjects taught in the primary schools, Danish (including writing), arithmetic/
mathematics, and religious instruction. In addition to thesé studies, student teachers
specialize in two academic subjects, which will enable them to teach in the primnary
schools’ oldest classes, the cighth through the tenth grade, The teachers of these content
courses introduce the student teachers to the goals of the different academic subjects
and then procced to prablems of methodology. These content courses are also taken up
in the pedagogical courses: and every student teacher must specialize in two pedagogical
arcas, such as “teaching in the younger classes™ or “teaching pupils with special difti-
cnlties.” The scven semester curriculuin dietates the following allotment of hours for
specific subjects:

Subject Hours Subject . Hours
Pedagogy 98 Creative art 12
Psychology 168 Singing/music 98
Teaching Mcthods 140 Physical excrcise 140
Practice tcaching 112 Arts and crafts 112 .
Danish 140 Social subjects 84
Arithmetic 140 First special subject 364
Writing 42 Sccond special subject 364
Religious knowledge 168 Pedagopical speciality 224

Total: 2,506

Syllabuses for specific courses arc preparcd by special committees, and particular
attention is focused on the problemn of sclecting matcerials. All syllabuses are designed
according to the following modecl: goal, content, and examination.

At the end of the first year, the stadent teacher’s performance is evaluated on the
basis of cxaminations in Danish, arithmetie, writing, and rcligious knowlcdge and accord-
ing to reports on his practice teaching. The rector of a training college may no longer
suspend a student teacher who passes the examinations and receives a satisfactory per-
formance report in practice tcaching. The introduction ot the examination as a mcans of
cvaluation emphasizes the desire to measure the student teacher’s performance objective-
Iy, to set some standard of quality for all the various teacher training colleges, and to
make the student teachers responsible for their own training. Generally the material
covered by the examinations corresponds to the matevial presented in the classroom as
prescribed in the syllabus. When an cxaminztion is held, an extcrnal examiner officially
appointed by the Ministry of LEducation participates. The examinations may be oral or
written.

If onc compares the teacher training program cnvisaged by the Reform of 1969
with carlicr pre-service training programs for primary school teachers one might conclude
that there are four salicnt differences. First, the new program places higher demands on

69

/'/*\r




Q

BIRIC

Aruitoxt provided by Eic:

the future teachers with regard 1o both academic and pedagogical subjects. Second, it
places more personal responsibility on the studeat teachers for their own training, educa-
tion, and development. Third. it emphasizes the examination as a means to achieve a
more professional and objective standard of quality. Fourth and finally, it has raised the
entrance requirements to the various primary teacher training colleges in Denmark. In
order to obtain infornmtion regarding the implementation of the program outlined by
the Reform of 1969, a questionnaire was sent to the rectors of the 29 prinmarv teacher
training colleges. Although only 15 of the 29 rectors replicd to this questionnaire, the
nature of their responses might shed some light on the actual state of the pre-service
primary teacher training program in Denmark, as well as the next revision that is to be
undertaken in 1975,

Regarding changes alrcady implemented as a result of the Revision of 1969, most of
the rectors who responded to the questionnaire seemed to feel that the most important
innovation has taken place in the practice teaching component of the program, lormerly
student teachers participated in single hours of practice teaching; now they participate in
three week periods of practice teaching which pennits them to consider and demonstrate
the teacher’s role in a brouder fashion. Other important changes in the program include
the introduction of the “workshop style™ of teaching which has placed more responsibil-
ity on the student teachers and has broken down the formerly strict role differentiation
between teachers and student teachers.

Concerning - future developments in pre-service primary tcacher training, the four-
teen responding rectors foresaw the following major tendencics: a reorganization of the
academic aspects of the program to give more weight to the social sciences: an increased
cmphasis on creativity, productivity and specialization in the academic courses; a greater
stress on the gencral pedagogical suhjects: a reduction of “hourly™ practice teaching in
favor of “period* practice teaching; a revision of examination forms and marking prac-
tices; and finally, a reduction of the semesters of formal study to allow more time for
independent study. Since the Ministry of Education plans to incorporate these findings
into its next revision, they may be the best indication of the direction that pre-service
teacher trining in Denmark is going to take in the near future.

In-Service Primary Teacher Training In Denmark

v

In 1963 a law was pussed that gave the Royal Danish School for Lducational
Studies responsibility for the in-service cducation of primary school and training college
teachers. The primary aim of this legislation was to supplemeni and update the educa-
tion then being offered in training colleges. With the extension of its work in 1963 to
include the development of scientific rescarch that might be used in the public school
system, the School was given university status. Although the Royal Danish School of
Educational Studies is based in Copenhagen, it has seven branches in different parts of
the country; and the instruction taking place in these branches is the Schonl's principal
responsibility, The School in Copenhagen is composed of institutes, cach of which hes
independent responsibility for a subject area. In cach institute there is permancent statf,
about 100 in all, supplemented by a very large number of temporarily engaged teachers,
about 900 in all.

The primary objective of any in-service teacher education program in Denmark
must be to increase the teachers® knowledge in both acauemic and pedagogical subjects
so that they can make proper obsesvations of the world around them, define problems in
the classroom, und continue their own cducation and development throughout their
lives. Each year the School of Fducational Studics sends a prospectus to the teachers of
Denmark, about 45,000 in all, with information about programs in the institutes which,
among other things, include courses within the primary school subject range. 1t is a
characteristic of the instruction given that its point of departure is the academic or
thecoretical subjects, not the everyday problems cncountered in the actual school work.
No matter how pressing these problems may be, the hypothesis is that a general improve-
ment of the academic standard of the teachers will affect the standard of teaching in
schools more than instruction consisting of commentarics on isolted problems confront-
ing the teachers in the school’s everyday life. The pedagogical and psychological subjects
add to the teachers® background in the gencral planning and organizing of instruction.
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The majority of the courses conclude without an examination. Completing the course
does not automatically imply a higher salary or greater professional authority for the
participant, but naturally it can lcad to advancement in his carcer.

Teuchers in Deninark can participate in the instructional program at the School on
a full-time basis, and at present there arc approximatcely 300 full-time students. In such
instances the state pays the teachers’ salary for 10 months, and the students receive 14
to 18 hours of instruction per weck. This financial aid has been given since 1954,
Another way of talling part in the in-service training program is as a part-time student
and there are approximately 7,000 part-time students who enroll for up to six hours of
instruction per week (cach course has two or three hours per week). Since 1969 partici-
pation in the in-service training program could forin a part of the teacher’s obligatory
number of weekly teaching periods. For example, attending a coursc of three hours a
week would be cqual to two hours teaching, The third possibility for in-scrvice training is
represented by the shorter courses and a fourth possibility - includes graduate courses.
Presently there are 1,000 students taking a new graduate education program, which lasts
from three to five years.

The graduate studics program, which began in 1965, has three aspects. First, there
is the program in which the ratio of psychological to pedagogical disciplines is about
three to onc; graduates from this program will become school psychologists. Second,
there is @ more pedagogicial program in which the psychological and pedagogical disci-
plincs arc represented in the proportion of about one to three; graduates from this
program will work in the schools as superintendents. Third, there is the academic peda-
gogical program in which the academic and psycho-pedagogical disciplines arc presented
in a proportion of about three to onc. llere the students follow a program aimed at
integrating pedagogical and psychological knowledge so that they can take part in cur-
riculum development.

The aim of these graduate studics is to give particularly intcrested teachers a scicn-
tific basis for dealing with the psychological, pedagogical and academic problems of the
primary school. These studics, in contrast to the other in-service courses, conclude with
an cxamination and a degree corresponding to the Masters Degree. Graduates can con-
tinuc their academic studics until they carn a doctorate. The graduate studics program
has produced a ncw kind of teacher who is highly qualificd in ucademic as well as
pedagogical subjects and who is capable of analyzing the problems of the public school
system. If a sufficicnt number of this kind of teacher are placed in the public school
system they will be a source of inspiration for further development and innovation.

In conclusion, the teacher in Denmark is -traditionally frce to choose his own
mcthods and take many educational decisions. This gives him a great deal of responsibil-
ity, but also a certain frcedom which makes his job more exciting and exacting. Every
cffort must be made, howcver, to prepare tcachers to live up to this challenging task
assigned to them. The Royal Danish School of Educational Studics, with its various
in-service programs, provides many teachers with the academic and pedagogical training
nccessary for them to (ill their role in the primary school and in a modern dynamic
socicty.
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Innovation in Teacher Education in Bulgaria, Czechoslovakia,
Romania and the Union of Soviet Socialist Republics

LUDOVIT BAKOS
Professor, Comenius University
Bratislava, Czechoslovakia

Bulgaria

‘The work of the teacher, in which creative activity should play a distinctive part,
dcpends in great measure on the quality of the training provided in the higher education-
al establishments which prepare him for his profession. The mcthods employed for
encouraging creativity may be divided into three categorics, according to the degree of
ditficulty and the aims involved: firstly, assignments meant to stimulate the memory,
involving the acquisition and\ retention of new notions and concepts; secondly, assign-
ments where the students nr;';givcn problems to solve on the basis of examples furnished
by their teachers; nnd"!hii@ly, assignments of a creative nature, which the student solves
by devising his own mcthods. Analysis of the instruction provided in tcacher training
institutes of the People’s Republic of Bulgaria shows that the first two categorics pre-
dominate in the training program, so that the student’s activity is in great measure
imitative.

One solution is to be found in involving the students in rescarch activitics, as a
result of which their cognitive activity is enhanced and they learn to solve more demand-
ing and more complex problens. Teacher education provides a varicty of opportunitics
for cngaging students in research. For example, teacher training colleges invite the parti-
cipation of students in activities which help them to acquire further knowledge of their
own districts or regions. They study its natural resources, flora and fauna, archacology
and history. At tlic same time, specific ways and mcans must be found of developing a
desire for creative work on the part of the students themselves, and of determining the
skills and techniques necessary for independent and creative work,

Acquisition of the capacity to work indcpendently and actively depends on the
methods employed, particularly in tcaching the students to assimilate and apply knowl-
cdge. Investigations carricd out in the training institutes have revealed that by no means
all the students work systematically throughout a whole semester, and that only half
take notes systematically. This lack of method and of self-discipline lcads to an accumu-
lation of subject matter which cannot be quickly digest2d before the half-ycarly examin-
ation. At the Pleven Pedagogical Institute, the promotion of independent work by the
students is the subject of closc attention, and the extent to which students arc capable of
planning and organizing their own work has been investigated. Research has shown that
the majority of students are capable ncither of organizing their time-table nor of working
methodically. Shortcomings were also disclosed in rclation to private study with text-
books. I'rom written work preparcd by students on the basis of certain lectures, serious
deficiencics in the assimilation of matcrial presented by the lecturers were brought to
tight. There was evidence in the case of first-ycar students that their secondary cducation
had failed to train them adequately in taking lecture notes and to instill in them the
capacity and the habit of working indcpendcnily with textbooks.

As far as developing independent work by students is concerned, the 1nost success
ful cducational medium is the seminar. Scminars arc planned in such a way that the
students arc required both to prepare systematically. for them and to participate actively
in them. It is truc, howevsr, that lectures can perform the same functions, and also
constitutc an important mcans of activating the student’s intellectual activity and devel-
oping his independence. To this end, lectures must, both in content and methodology,
md .t certain conditions. FFor cxample, in the tcacher training institutes not only is
cmphasis placed on the high theorctical and methodological standard of lectures, impor-
tant as this is, and on the nced for them to present problems, to make the student reflect
and seck his own solutions; it is also considered cssential that the actual content of the
lectures be rclated to the solution of practical problems and to the students' own
training. For example, after lectures on teaching methods and after discussions which
permit a broad cxamination of these methods, students are required to spend scveral
days observing and assessing the process of tcaching as it is actually conducted, and to
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verify, for example, the validity both of the questions posed by the teacher, and of the
children’s answers. The establishment of such a link between theoretical lectures and the
solution of actual probleins stimulates the students, leads them 1o think for themselves
and encourages them 10 try to find background literature for thetnselves which will help
then to acquire a better grasp of the subject.

Written tests, set periodically in the form of exercises and problems and lasting
35-10 minutes for the major subjects, are a means of ascertaining whether the students
arc working systematically, and whether their knowledge of the subject studied is sound.
Shorter topics are dealt with in 10 10 15 inute tests. Individual students submit work
which is then expanded through discussion of its positive and negative aspects. Another
useful contribution to the development of independent work is made by setting the
students tough, specific problems and situations encountered in actual teaching practice
10 solve on the basis of facts drawn from practical experience. This is extremely effective
and encourages students to compare the knowledge acquired in practice with the theo-
rics. Another approach used in seminars, involves their giving their personal opinions on
a varicty of statements made by eminent specialists. The students must expound and
defend their point of view by reference to theoretical and practical considerations.

Czechoslovakia

An experiment in higher-level training of
women teachers for pre-primary schools

In the Czechoslovak Socialist Republic, the academic year 1970-1971 saw the
experiniental introduction, at the education facultics of Praguc and Olomouc, of teacher
training for pre-primary teachers. This experiment marks an important step towards
bringing the training of pre-primary tcachers up to the same level as that of other
categorics of the profession, that is, that of higher cducation. This experiment is at such
an carly stage that definitive conclusions cannot be drawn from the expericnce acquircd
so far. In the curriculum, the study of biology, psychology and education is combined in
cqual parts with training in the methodology of those subjects and activities which
underly the child’s physical and mental development up to the tinie when he enters
primary school. Compared with the training of pre-primary teachers in secondary level
cestablishments, the syllabus in the faculties marks a welcome improvement in the teach-
ing of biology. It also lays the foundations of a sound trining in psychology and -
education which is indispensable to the work of the pre-primary teacher. Training in
these subjects is closely linked with methodological studies covering all those njor
aspects of nursery school teaching which are necessary for the harmenious development
of children of the age group concerned. This approach 10 pre-primary teacher training, as
reflected in the curriculum, creates favorable conditions for compulsory attendance in
the final grade of nursery school (scheduled for introduction in the next five ycars)
where considerable attention must be given to the inteliectual developinent of children
and corresponding utilization of their intellectual capacitics. The system of optional
subjects (music, art or physical education) provides the student tecachers with the oppor-
tunity of exercising their individual abilitics and interests.

Reform of teacher education for the first
five grades of the basic (nine-year) school

The training of teachers for the primary grades (grades 1-5 of the basic school),
provided in higher educational establishments since the reform introduced in 1959, has
had a complex history of development during the past twenty years, Frstly because the
opinion of cducationists concerning the content of such training has not been unanimous
and, secondly, because the theoretical implications have not been fully worked out.
Uniil the academic year 1969-1970, and in accordance with the reform of 1967, teacher
training for primary grades was combined with specialized training in onc of the follow-
ing subjects: Russian language and literature; art; music: physical cducation. Students
thus trincd were qualified 10 teach one of the above subjects in grades 69, For some
time previously, however, many cducationists had been expressing doubts concerning
this combination of training for grades 1-5 with specialized training in the subjects
mentioned, believing that teachers of primary grades should receive a better grounding in .
subjects of critical importance in grades 1-5, or at least in their native language and =~
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literature and in mathematics, without having to quality for teaching such subjects in
grades 6-9. This concemn sprang from the recognition that the training of teachers for the
primary grades poses many problems and is indeed the most complex clement of teacher
training as a whole. What makes primary teaching such an important and responsible
function is that it lays the foundations of the childrens® education, developing from a
ve.y carly age. their reasoning, independence and creativity, and creating the basis for
the harmonious development of the child's personality. The complexity of primary
school work demands of the teacher the acquisition of a broad range of knowledge
which his sccondary education has not provided, as well as new skills (notably in music,
art and physical cducation) whose acquisition requires further time. He must possess the
knowledge of education and psychology which are essential to the proper excrcise of his
function as cducator; he must have a thorough knowledge of cach individual pupil
and must have at least a basic understanding of child anatomy and physiology.

The ain features of the current reform are the following:

1. Training to teach onc subject in grades 6-9 has been removed from the curri-
cutum.

2. Primary school education(reading, writing and clementary instruction) has
been introduced as a discipline specitic to this counse, with its own subject
matter, laying particular emphasis on subject teaching, the theoretical founda-
tions and their practical application.

3. The study of the native language and of mathematics is being modemized in
content, form and method, as is the theory of teaching thesc subjects. by the
demonstration schools, classes of the traditional type will operate alongside
classes employing new methads, so that students from the facultics of educa-
tion will have the opportunity of mastering the most effective educational
techniques and putting them into practite.

4. lectures, seminars and practical work will lay stress on independence in the
students® work, through the execution of tasks and projects and the solution
of spevific, relevant problems.

5. Students who possess the necessary qualifications and the desire to take more
advanced work in inusic, art or physical education, may enroll in special
courses which will be organized in those subjects, provided that a minimum of
10 students are enrolied.

6. The examination system includes two State examinations: the first, in native
language and mathematics, held at the end of the fourth semester, and the
second, in primary school education and the teaching of native language,
mathematics and the subjects under the heading of “subject teaching,”™ at the
end of the cighth seinester. Where special courses of the type wmentioned in §
above are omganized, the teaching of the subject involved will be included in
the second State examination.

7. Special departments are to be set up in facultics of education to supervise the
training of tcachers for grades 1-5 of the basic ninc-year school, together with
institutes or centers to supervise teaching practice by means of inodern techni-
ques and by personal supervision.

Each section of the curriculum is further divided into subjects. Teaching practice
includes practical work in the ficlds of communication skills and social and cultural
activity. The syllabus for the Slovak language includes the language itsclf, literature for
young people, the usc of books and newspapers and the teaching of native language and
native literature. The wnathematics syllabus includes: mathematical logic and the theory
of sets, the theory of natural numbers and its application in teaching, algebraic structures
with one or two applications, basic topology, magnitude of gcometrical figures and the
teaching of mathenatics. The other ficlds of study are similarly organized.

Practical exercises in conmunication skills
in the training of teachers for grades 1-5

During the 1970-1971 academic year, in the Faculty of Education of Praguc Uni-
versity and as a result of the reform of teacher training for grades 1-§, a period of two
hours per week was set aside throughout one seincster for practical work in comnunica-
tion skills. In 1971-1972, the same subject is being introduced in certain other facultics,
but on an experimnental basis only, as the content of the subject has yet to be fully
defined, and the facilitics are not yet available in all facultics. What is the purpose of
introducing this subject? The point of departure is the fact that the teacher’s work is
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conducted in direct contact with his pupils. Unlc:s he establishes the norsssary degree of
contact, the teacher will not achieve the desired resudts, and his work will be incifective;
the impact of cducation is directly related to the degree of contact. The degree of
contact depends cssentially on the teacher’s capacity to make the subject intclligidic and
intercsting, and to cxploit the various situations which arise during the lesson for cduca-
tional purposes.

While still in the education facultics, studcnit tsachers inust learn certain forms of
behavior in educational situations, and tearm to use such situations as a incans oi’ sccuring
the designed cducational aims. A tcacher may put across the message in a vacicty of
ways: he nay, for example, spcak too rapidly or too loudly, too softly n, too slowly. It
depends on the simation whether these are Faubrs on the part of the teacher or whether
they are deliberate, for a teacher inay speak in a deliberately quiet voice, for cxample, to
oblige his pupils to concentrate. In order to be able to direct his classroom behavior
toward the desired end, the tecacher must master the techniques of movement and voice
production, thus ensbling hiin to mave or speak correctly in front of a class, a capacity
many teachers lack. Research conducted ten years ago showed that a large proportion,
more than 40 per cent. of teachers suffered from speech defects which interfered with
their intelligibility; for the sake of composison, the proportion of menbers of the
theatrical profession with similur defects was only 3 per cent.

Exercises in communication skills riay be divided into three phases, as research over
several years has shown. The first phase involves the development of the students own
ability to project, and consists of the development of sclf-cxpression and the climination
of faults of speech and movement, of breathing, articulation ané diction, of clumsy or
abrupt gestures. The second phase involves the development of the capacity to communi-
cate, comprising an ability to understand the pupil and interpret his behavior and 10
combine the pupil's interest and the teacher's purpose. This relatively self-contained
phase also consists of theoretical and prctical work, and the familiarization of the
student with situations in which he leamns to act ir such a way as to balance the
requirements of the situations and his own purposes. The third phase of treining con-
cems the use of educational material, its sclection, processing, organization and evalva-
tion. It consists cssentially of a set of carcfully thought out exercises and graduady
introduces the student to the actual process of teaching. Experience acquired so far
shows that a single semester is insufficient for mastery of the complex skills of communi-
cation, but expansion of the program is limited by the time availuble and the competing
requircments of other subjects and other types of practical work. While there can be no
doubt that proper application of communication skills is of importance in teaching at
the primary level, as an experiment conducted over a period of several years has con-
firmed, the actual implementation of this idea has rtin into difficulties owing to the lack
of qualificd instructors. At present, it is only possible to sutisfy these stitf requircments
in towns where, for instance, theatrical or drama school staff arc available as part-time
instructors.

The use of educational technology in teacher education

Instruction in the use of teaching aids varics from faculty to faculty. Initial difficul-
tics in terms of material and staff are being gradually overcome, and the standard of
instruction in the correct use of cducational technology is improving, as may be seen
from the example of the Faculty of Philosophy of Presov University. In order to be able
1o handle large numbers of students, it was necessary to create an appropriate infrastruc-
ture of cquipment and instructors. Consequently in 1967 it was decided to install a
closed-circuit television system. which is still being employed successfully. Lessons are
transmittced by this means to viewing rooms cquipped to accommodate 30 students, who
are thus able to follow on the screen the work both of the teacher and of the class, the
sound being transmitted by microphone. The methodologist may thus comment without
interrupting the class itself, which would be impossible in the classroom. The use of
vidco-tapes, which permit the reconstruction of image and sound, and analysis of the
lesson in the presence of the student-teacher who gave it, has not yet been introduced in
the faculty. The faculty has a low-voltage electronic luboratory fitted with cquipment
for mcasurements and repairs and cmploying two graduates of the low-voltage clectrical
engincering departmient of the industrial school, who are also responsible for the day-to-
day maintenance of the equipinent of the faculty’s language laboratory. These techni-
cians were also responsible for the installation” of the closed-circuit television in the
faculty demonstration school and carry out the scrvicing and repair of the complex
clectronic cquipment. The faculty has also acquired 16 mm. film projectors, an cpidia-
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scope, independent and semi-automatic slide projectors, tape recorders, a radio receiver
and a record-player. This cquipment constitutes the basic material of the training labora-
tory. .

Although in the 1967-1968 academic year these practical activitics were optional,
the students showed considerable interest in themn. The following year, thercfore, the
faculty board was invited 10 include them in the fourth-year curriculum, so that students
might familiarize themselves with the techniques and proper utilization of such teaching
aids before they began their period of full-time teaching practice. The time-table drawn
up for the practical activities allowed each student six hours per semester in which to
familiarize himself with the equipment. The activitics are organized in two weekly
periods of three hours, the first introductory period being attended by only three
students at a time. The second period is attended by the same three students, who have
by now lcarnt to work with the cquipment, and by three new students, The former serve
as instructors for the latter, while at the same time continuing their own practical
training. The students thus take turns throughout the semester. A technician is always
present, and the activitics are dirccted by a niember of the teaching staff. In this way,
the students agsume the roles both of pupil and of instructor. In addition to these
practical activitics, and by agrcement with the 1cachers responsible for providing instruc-
tion in the theory of teaching individual subjccts, the students familiarize themselves
with the methods of using the cquipment in the teaching of selccted subjects, They must
be able, by the time they begin their teaching practice, to put their theoretical and
practical krcavledge of the cquipment to work.,

Anexperiment in the training of special-subject
teachers for industrial and specialized schools

The dcvclopmcdﬁ of “specialized™ vocational and technical schools ‘rendered
necessary by the indusirialization of Czechoslovakia has led not only to an increase in
the number of wachers of special subjects, but also to reforms in their training which
arouse considerable interesy in the cducational press. The training of teachers for this
pasticular type of school previously involved only an additional cxamination of a
methodological and practical nature, and no advanced knowledge of cducation or
psychotogy was required: this has now been replaced by a more complex program of
training, which is broader in its sange than that provided for 1cachers of general subjects
in secondary schools by the facultics of philosophy and natural sciences in the univer-
sities. Two types of training have been developed: the trainces can aequire their actual
teaching qualifications cither by correspondence or while studying their special subjects.
The first method is mainly for graduates of higher technical schools who become
teachers after spending séveral years in industry; the second, recently introduced, in-
volves the provision, usually during the third year of studics, of teacher training simul-
tancously with training in the higher technical diploma subjects. There is no reduction in
thc amount of the latter, the teacher training being additional to it. This linking of
higher technical training with teacher training provides a sound basis for post-graduate
training in both ficlds. So fur there has been no research into the relative merits of the
different types of training. ‘The majority of specialists are inclined to favor the first
method, since it allows the teachers 1o briny the cxperience acquired in industry to bear
upon the training of young middlc-level technicians.

The training of special subject teachers for industrial and specialized schools is still
an open question. By the terms of the Schools Act of 1960, such teachers must have
received higher cducation. Specialist opinion on the matter remains divided. Some
specialists consider that it is desirable for them to have full technical qualifications, while
others belicve that such tcachers should have higher cducation, but not of the higher
technical school type, and that their training should take account of the specific nature
of the indv-'rial and specialized schools. Discussion of the syllabus centers on the
question as .+ what should be the relationship between social sciences and cducation on

~ the onc hr «d and special subjects on the other. In some higher institutions, special

subjects predominate, and the partisans of this relationship stress that without a funda-
mental understanding of his specialty the teacher cannot be qualificd to work cven in an
industrial school. Other: =1, port the opposing view: that it is cnough fos a teacher in an
industrial school to have reccived a secondary cducation in his special subject, and that
the central clement of his training for the profession should be the cducation element. In
this connection, «hey rightly point out that the teacher in an industrial schoot is daily
faced with educational problems different in nature from those in schools with selective
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entry, and that he should thus have a sound training in teaching. On the basic question
of cnsuring that teachers for industrial and specialized schools have a complete higher
cducation corresponding as closely as possible to the requircments of their work, the
opinions of both groups coincide,

The training program of the Higher School of Mcchanical Engincering and the
Textile Industry, at Liberec, constitutes the first attempt to provide combined special
subject and teacher training for such teachers. Analysis of the experiment should reveal
whether this system, distinctive both in content and method, has proved its worth, and
whether it is necessary or expedient to introduce such a system in future years or
whether it is necessary to abide strietly by the Schiools Act, according to which teachers
in industrial and specialized schools nnst have a full higher technical diploma plus the
necessary teaching qualifications. The trining program at Liberee consists of a four-year
course, the final yecar being conducted by correspondence. tt was considered essential

. that for teachers in industrial schouls the practical side of the training should be rein-

forced, and for this reason the fourth year is spent in production practice on the shop
floor, the students being required to keep in close contact with the industrial or special-
ized school. During the seventh and cighth semiesters, training by correspondence is
provided, in edncation only, since the course in the special subjects ends during the sixth
serester. The teacher training course covers seven semesters, from the second to the
cighth. fsychology and education arc studicd in the second and third scniesters and
instruction in the methods of teaching the special subjects begins during the fourth
seinester and continues for five semesters. Teaching practice begins in the third semester
and comprises regular practical work for a period of two hours per week. During the
sixth semester, there is a period of full-time teaching practice.

The experiment has not yet been cvaluated, but there is a strong case for rein-
forcing the clement of educational, psychological and sociological training for teachers in
this type of school, since school-age adolescents pose a very preat number of cduc.mon.nl
problems. Nevertheless, the question still remains whethier or not teacher training should
be provided simubtancously with special subject training,

‘Romania
New aspects of the education component of teacher training

Teacher training in Romania since 1945 has followed the same main trends of
development as in the other socialist countries with training for all teachers being trans
ferred from the secondary to tertiary level. The present organizational structure was
introduced in the fate fiftics when a three-year course was introduced and the network
of tcacher training institutes was gradually increased. The desire to improve both the
organization and content of cducation and to raise teaching standards found practical
expression in the new forns of teacher training. The introduction of compulsory ten-
year cducation, which likewise called for changes in the secondary school structure, was
an important stimulus. The present system, which reflects these successive changes,
includes:

(a) ‘Teacher training schools, akin to secondary schools, where teachers for

primary grades |-4 arc trained;

(b) Teacher training institutes for teachers of secondary- grades 5-10, where the

course lasts three years and involves the study of two main subjects;

(c) universitics, where secondary school teachers are trained, and where lllc course

lasts five years and involves the study of onc main subject.

The supply of teachers has increased over the past few ycars with the result that the
demand has been largely satisfied, and it is now possible to make the necessary adjust-
ments to the system of training institutes. The quantitative emphasis in teacher training,
which predominated after the Second World War, when education was expanding rapidly
and teachers were scarce, is now giving place to a qualitative emphasis. This can be scen,
for example, in the closer cooperation between the institites and the universities, which
takes various forms. If, for example, the institute is in a town where there is a university,
joint departments arc established for some subjects and joint research programs are
preparcd, while the universities assist the institutes by providing qualiticd sV, supcr-
vising research, and the like.

Unlike other socialist countries, in Romania the training of a form teacher is not
seen as specific or distinct from the training of teachers with subject qualifications
acquired at a training institute or university. In fact, rescarch has shown that teachers
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with special qualifications in particular subjects can find excellent opportunitics for
using their knowledge in the primary grades and they arc thercfore given the chance to
teach there. Notwithstanding these trends, the three kinds of teacher training establish-
ments remain as described above.

The need to raise the standard of teacher training in cducation and individual
subjects and of rescarch work is apparent in cvery trining institute. This is particularly
true at the Bucharest and Cluj insitutes. The Cluj Teacher Training Institute is one of the
largest, with a large number of day and correspondence students. 1t shares some depart-
ments with the university such as the cducation and psychology departnients, and the
departmients of philosophy and political science. Rescarch is very saccessfully carricd on
in the Institute, and joint research with scientific cstablishments in other regions is
expanding, again in close cooperation with the univeisity. Differences in the syllabuses
for various subjects stem from the fact that in training institutes two special snbjects arc
taken, whereas one special subject is studied in the universitics. The syllabuses for
education and socio-political subjects introduced in 1968 differ from onc course to
another, but only slightly. The education coniponent is not given the same cmiphasis in
the universitics as in the training institutes,

While on school practice, students of the Cluj Teacher Training Institute attend
school activitics, take part in the work of children’s and youth organizations and, finally,
conduct a minimum of four lessons themselves, the fast of which is assessed by a board
of examincrs. School practice is organized in groups of seven students. Prior to beginning
their practice, the students study cducational theory in the following sequence: in the
third scmester, they study the gencral theory of education, child psychology and cdu-
cational psychology; side by side with their school practice in the fourth and fifth
seincsters they also study the incthods of teaching their two anain subjects. Theorctical
lectures concentrate on wethods of work in the (ifth to cighth grades, but teaching
methods for the primary and for the senior grades are also studied. Giving theorctical
and practical training at the same timie in this way enables the two aspects to be welded
into an organic whole and has a beneficial effect on teaching practice.

‘Training for educational research work as an
important part of teacher education

The standard of teacher education is being raised in a varicty of ways. One cffective
method, mainly used in institutions of higher education, is 10 encourage student teachers
to participate in educational rescarch. As the activity of the “student rescarch group” at
Sighetul Marmatici lias shown, it is possible ¢ven for students at teacher training school
to participate successfully in educational rescarch work. The first experiment there is
being carricd out in conncction with the teaching of psychology and cducation. **Re-
scarch methods™ and “the cpistemic naturc of the educational process' arc two of the
topics investigated. lowever, by itself, the material with which students become ac-
quainted during their training is not enough for rescarch purposcs or for them to master
rescarch techniques; ways are therefore being sought of making good these deficiencics.
One solution is the student “education and psychology gronps™ where those interested
in scrious cducational research can train for rescarch of a simple kind. School practice
provides the students with abundant material for analysis and rescarch within the group.
Information on rescarch methods and techniques is given in the groups. Such training in
mecthods is frequently given in conncction with the solving of practical educationat
problems.

These groups have a wide ranging work program which includes, for example,
observation of certain phenomena connected with education or psychology and research
into topics rclated to teaching in primary grades. The mental flexibility and agility of
schoolchildren, among other things, arc investigated by mcans of cxperiments. Solving
such practical problems gives the students a more mature attitude to educational and
psychological matters and develops in them the desire for a better understanding of the
link between theory and practice and a desire to integrate the two in a more purposciul
way. Some projects have involved sociometric rescarch into the relation s between pupils
in the classroom situation as well as various practical topics concerning the Pioncer
organization, such as the training of future Pioncer lcadcers and analysis and appraisal of
the activity of the Pioncer organization in grades three and four. **The function of drills
in devcloping the writing skills of six-year old pupils™ showed that the process of instruc-
tion must take into account the psychology of that particular age-group. Another inter-
esting project concerncd the development of mathematical thinking in pupils of grade 4,
in which the students confirmed the hypothesis that there exist certain basic stages in
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the solution of problems, In sum, the work of the cducation and psychology rescarch
group takes on a variety of forms and has a beneficial effect on teacher training. It
widens their interest in educational problems and adds new depth to their attitude
towards the teaching profession.

Union of Soviet Socialist Republics

New education syllabuses in teacher training institutes

The reform of teacher education at training institutes has involved changes in the
syllabuses and curricula of the cducation course which were approved by the Ministry of
Education of the USSR in 1970. The aim of the reform of the cducation and psychology
coniponent is 1o ensure that the student is in continuous contact, from beginning to end,
with these subjects, and thus to establish conditions under which the student system-
atically and continually develops his teaching ability. This approach to teacher education
creates favorable pre-conditions for the development of the teacher's pessonality. The
cducation and psychology coinponent in the new curricula is further strengthened by the
introduction of examinations or course credil tests on all (he corresponding subjects;
these are also included in the State examination at the end of the course. The subjects of
the psychology course are arranged in the present syllabus as follows:

Semester Subject
! Introduction to education, two hours per week
1} Child physiology and school hygiene, three hours per week
mn - listory of education, three hours per week
v General psychology, four hours per week
v, v School cducation, two hours per week
Vil Child and educational psychology, two hours per week
V., VL Vil Teaching methods for individual subjects, two hours per week

Practical work is arranged in the following way in the new syllabus: at the end of the
second year, four weeks in a Pioncer camps: in the third year, six weeks in a school: and
in the fourth year, seven to cight weeks in a school. The main concern in this new
arrangenient, is that the student should be involved with the education of children, in
both its acadentic and non-acadeinic aspects, throughout his training.

A new subject, introduction to education, has been included in the syllabus. This is
to be a sort of ABC of teaching which will acquaint the student with his future pro-
fession and with the fundamentals of education, the tasks and main features of commu-
nist education, and the school system in the USSR. Twenty hours of lectures and ten of
sentinars are allowed in the sylabus for this subject. After one year's expericnce of
teaching this subject, two kinds of difficultics becamé apparent. The “introduction to
education™ course involves key questions of educational theory and to acquire a deeper
understanding of them presupposes a basic knowledge of psychology and philosophy.
‘These are highly abstract subjects which new students find hard to grasp. The other
shortcoming is that there is, as yet, no textbook for the subject. On the basis of this
cxperienee it is proposed to inake certain amendinents to the syltabus of this subject, as
it is considered that there are sound reasons for teaching it. The next subject taught in
the third scinester (Jhree hours per week) is the history of education. The syllabus for
this subject remains substantially unchanged. There are objections, however, to teaching
“history of cducation™ before “school education™ sinee it is said that students learn
systeniatically and fully about the concepts and content of education in general only on
the basis of a study of school education.

Basic theoretical training™in cducation is completed by the *school education™
course for which two hours per week arc allotted in the fourth and fifth semesters. The
structure of this course is different from that found in the textbooks used in training
institutes and in the Iraining of teachers at universitics in the USSR. Consideration was
given in drawing up the syllabus to the latest version of a textbook on education drafted
by the USSR Academy of Pedagogical Scicnces, and the intention was also to use the
latest scientific knowledge in order to give a better theoretical foundation 1o this su bject.
As a result, more attention has been paid to the psychological side of the educational
process. The new structure enables the students to learn what they need to know about
the theory of teaching well before they start school practice. The **school education™
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course is divided into three parts: the theory of non-aeademie cducation (with theo-
retical introductory sections on idcological, morl, acsthetic and physical education),
education through work, cducational work in youth and Pioncer organizations and in the
family, the theory of teaching (where the structure is practically the sanie as in the usual
textbooks) and’ the theory of school administration. Analyses of this experience, which
have already started to appear in the educational press, will make it possible to cvaluate
the present approach 1o the education and psychology course in an objective way and to
modify it if necessary.

The 1970-1971 academic year saw the introduction in training institutes of the new
psychology syllabuses approved in 1970. The combination and sequenee of subjects in
the psychology and education syllabus differs substantially from that in the old syllabus.
The new sequence is based on the faet that first-year students, as experience has shown,
have considerable difficulty in mastering complex psychological concepts and problems
and for this reason general psychology has been left until the fourth semester. Develop-
mental and cducational psychology complete the cducation and psychology course
which used to end with school education and teaching methods for individual subjects.
Dividing the psychology course into two parts, gencral psyelwlogy and developmental
and cdncational psychology, is thought to be a good idea preeisely because of the
importance of a nore complete knowledge of children's mental developmient and of the
psyehological pattern followed in their education.

More important still are the changes in the content of the psyehiology course, in
whieh new theoretical and practical knowledge acquired in recent years, particularly in
the Soviet Union, is included. The new general psychology syllabus is significantly differ-
cnt from the previous one, particulardy in the following three respeets: (1) whereas the
previous syllabus and the psychology textbooks put the problem of the personality at
the end, the new syllabus is based on the personality and on the conditions and natural
taws of its development within the proeess of activity and within the system of social
relationships; (2) whereas the previous syllabus was mainly timited in its understanding
of the personality to individual psychological features, the new syllabus includes a study
of the probleans of inter-personal relationships in the commmnity as the sources of
human action: (3) a new feature of the syllabus is the consistent application
of the prineiple of the unity of consciousness and activity, according to which all
psychological phenomena, processes and states are seen as a synthesis of certain phe-
nomenit, modes and charaeteristics of psychological and praetical activity. i harmony
with this new approach, a group of anthors, led by Protessor Petrovsky, has prepared o
news gencral psy chology textbook.

The second part of the psychology course, developmental and educational psy-
chology, examines the psy ehological characteristics of various sige groups. The purpose
of the course of cducational psychology is 1o acquaint students with the child’s psycho-
logieal development process and with the most important charaeteristies of the pupil’s
mentality, activity and behavior at various stages in his development, which students
mnst learn 1o take into accomt in the tcaching process. The principal new featnre in the
approach to developmental and educational psychology is the cmphasis on the pre-
dominant role of activity, learning mul npbringing in the child’s mental development and
in the development of the personality.

The reorganization of training for primary teachers

‘The reorganization of the training of teachers for primary,schools, where a systent
of “form masters” teaching all subjects operates, was undertaken in connection with the
refonn of the organization and content of edncation. This reform involved the struetural
reorganization of the ten-year school (1970). The primary stage was shortened to three
years, and from the fourth grade onwards the system of teaching by subjects was intro-
duced. lmportant climges in content and methods were also introduced after several
years of rescarch. This new situation is natorally reflected in the training given to
primary teachers as well. -

There are two ways in which primary teachers are trained in the Soviet Union.
Students cither spend four years in secondary level teacher training sehools when they
leave the eighth grade (which is the case of the overwhelming majorily of pritary
teachers) or follow a four ycar conrse in training institutes which they enter on eom-
pleting their secondary education. Higher level teacher training for primary grades began
in the Soviet Union in 1957 when the first university *‘faculties of "education™ were
established, offering a four-year course. Fewer teachers reeeive this cotuplete, full-time,
higher level training, but the extramural or cvening form of study is very widespread and
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is open 1o those with secondary cducation. Transfer to training of teachers for primary
classes at the level of higher cducation is taking place gradually. 1t is proposed to
cstablish a new kind of faculty with a three year course.

The new curriculum also pays more attention to theorctical training. The standard
of the natural scicnce course has been raised and the curriculum provides 240 hiours for
special courses and seminars which may be used for acquainting students with the
specific work of the fourth grade. One progressive clement of the new curriculum is the
introduction of clective lectures and seminars up to a total of 240 hours, and also the
fact that 150 hours are set aside for subjects associated with the specific features of the
various Republics or of individual teacher training institutes, Students have the oppor-
tunity to specialize in teaching cither the native language, mathematics or natural history
in the fourth grade, duc consideration being given to the actual demand for teachers of
these subjects. The content of the psychology and education course is the same as for
teachers of senior grades and is bascd on a fundamental knowledge of child anatomy,
physiology and school hygicne. The volume of inaterial to be studicd, the large number
of subjects and the great amount of written course work makes the training of primary
school teachers complex and demanding. The way it is planned at present scarcely makes
it possible to reduce this training to three years as is proposed for the future.

Introduction to the scientific organization of educational work

A new optional subject, the scientific organization of educational work, has been

included in the new training institute curriculum. Over the last few ycars, the Soviet ~
Union has paid a great deal of attention to the question of making fuller use of scientific ey
management of school work. The new subject represents a further contribution to the Oraa
enrichment and modernization of teacher education in the Sovict Union, although sotne

cducators question the nced for it, claiming that much of it can be included under the

heading of subject teaching. The aim of the course is to systematically improve the

organization of the cducational work of the school, to put it on a modern, seientific

basis and match it to the requircments of society. It is clear that not only the content

but also the organization and methods of education are becoming more and more com-

plex. In the ncw view of the school, the position and role of the teacher arc also

changing. His significance as a source of information is dccreasing while his role as

omganizer of the educational process increases. In addition to his specialist background,

the teacher must also have organizational knowledge and ability for this latter role.

Broadly spcaking. the aims and content of the course may be described as follows: the

improvement of the use of cducational staff and of individual teachicrs; the establishment

of favorable psychological, physiological, matcrial, technical, hygenic and acsthetic con-

ditions for work: a friendly and creative atimosphere, and so forth. These sims can be

achicved by greater cconomy and a more rational use of time, encrgy and resources and

also by cstablishing the most favorable working conditions.

Tcachers have responded favorably to the attempt to apply scientific management
to cducation. It scems right therefore to introduce this subject into the training insti-
tutes, although for the time being it will be an optional subject. It aims to acquaint
student teachers with the basic problems of work organization, to show them ways and
means of raising the cfficicncy of educational work, to acquaint them with tescarch
mcthods in this ficld and show them how to draw up for themselves a rational daily
time-table. The content of the course is still crystallizing, and the syllabuses of different
institutes differ as regards the subjects included and their sequence and also the number
of hours allotted to them. The syllabus for this course in the State Foreign Language
Teacher Training Institute at Pyatigorsk contains the following subjects:

1.  Scicntific management and mamagement theory; history, development and
present status of scicntific management

The work process and its orgunization

The scientific organization of cducational work and its main trends

Principles of the organization of educational work

FForms and mcthods of scientific management and the scientific organization
of educational work

The scientific organization of instruction

The scicntific organization of the educational process

Establishment of the optimum conditions for work and leisure

. Development and applications _ ’
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A comparison of the subjects offered in the syllabuses of different institutes shows that
although they tollow the same general pattern, there is a distinct difference as far as
individual subjects, and their sequence and content are concerned. In some institutes, the
practice is tor the separate subjects of the course to be taught by specialists from wany
departiients (political ecconomy, psychology, education), as a result of its interdis-
ciplinary nature. -

Vocational guidance-a new subject
in the education course of training institutes

As part of the reform of the education and psychology component of training, o
new optional subject, vocational guidance, was introduced in the 1970-1971 academic
year. ‘Teachers play a decisive partin forniing and developing the interests of their pupils
and experienee has shown that they need to be trained for this work. The aim of
introducing the vocational guidance course is o give teachers a more thorough training
so that they can offer practical help to children in the choice of a job which suits their
individual interests and abilitics and which also fits in with the requirements of the
cconomy. The educational psychological side of this part of a student’s training must be
linked with social and cconomniie knowledge, but the course docs not repeat those aspects
which are already covered in the education and psychology course. While studying
political econoany, the students become acquainted with the main problems of public
cducation which they need to know for their vocational guidance work. Some topics in
this course which arc necessary for a systematic presentation of the matcrial are not
taught by the lecturers in cducation and psychology but by lecturers from the political
cconomy and philosophy departinents. The fact that specialists from several departments
cooperate in teaching one coursc is a progressive feature and ensures a high standard of
instruction.

The vocational guidance syllabus covers 36 hours, 4 to 6 of which are commended
for practicals and seminars, The first topie is an introduction which describes the aim
and objectives of vocational guidance as a system of psychological, educationat and
medical measures for giving help in the correct choice of an occupation. The role of
general schools, labor schools and polytechnical schools in cducating children to make a
correct vocational choice and the decisive significance of comumunist education in
training school children for life and Yor the deliberate choice of carcer, are also covered.
The second topic looks at the wain trends in the development of the national economy
in the USSR and reviews the pattern of employment and the changes which have taken
place. in it the human situation in circumstances of constant technological improveinent,

L. ..the economy of the iegion for which the future teachers are being trained, and other

1opics related to the national cconomy.

More teaching periods are alloited to the third topic in the syllabus which concerns
the theory of vocational guidance. Its first part deals-with occupations, their classifi-
cation. the specific characteristics of each individual occupation, and the demands which
cuch makes. The second part covers the importance of education in the right choice of a
carcer and the psychological aspect thereof, the subjective prerequisites for various jobs
‘and related subjects, The fourth topic involves an examination of the vocational
guidance system and its principal clements: vocational training, vocationat counselling,
vocational selection and adaptation. It also provides information about the various types
of training for young specialists in educational institutions. The syllabus pays great
attention to the educational aspect of guiding school children toward the correct choice
of occupation, to vocational guidance methods for school children of the middle and
senior age groups, to the various forins of out-of-school work and to the. tasks of the
Pioncer Organization and the Young Communist League. This part also deals with the
principal forms and miethods of work with parents in tackling this problem. In the sixth
and final part, the organization of vocational guidance in the school, town, district and
region. the tasks of public organizations in its development and the probles of training
teachers for vocational gnidance work are examined.

These problems will be of importance for teacher training for a long time 10 come,
although it would scem realistic in the future to have a specially trained psychologist on
the stafl of cvery large school to deal with the various problems connected with choice
of a carcer. llelp from the teacher will always be necessary, however., and studying this
subject will make him better qualified to give such help.
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Innovations In Indian Teacher Education

S.N. MUKER}
Principal, Vidya Bhawan G.S. Tcachers College
Udaipur, Rajasthan, India

Twenty-five years have passed since India attained her independence, and the

country is preparing herselt’ for the celebration of the Silver Jubilee of this memorable -

event. With the attainment of independence the demand for cducation inercased and the
number of educational institutions has expanded three-fold and students on roll even
faster. The number of teachers and teacher training institutions has multiplicd in the
saine proportion. But there is mounting dissatisfaction with the situation. 1t is keenly
felt that the teachers have to be prepared better for meeting the needs of a democratic
nation and the challenges of new teehinology and the explosion of knowledge. There has
been a universal demand for refornming education both in private and public scetors, by
teachers and the taught, by educationists as well as by ky persons. The Government of
India appointed three intportant conmissions on education and for examining speeific
problems ol teacher education, special comniittees were set up, scminars were organized,
and working groups held workshops at different levels. In fact, the decade 1961-71
hummed with the observations of such joint collaborations whose results arc apparent
today. Prior to 1961, “unilormity” dominated the entire ficld of teacher education,
freedom was denied, and experimentation was unknown. Today, there is a demand for
change, experinentation is not nmch questioned, and teacher cdueators are following a
trial and error wethod in search of solutions 10 vexing problems in teacher education.
Innovations are on the anwil, and it is very difficult to keen a record of all of them and to
enumerate them for i vast country like India, but a few salient practices are discussed
below.

Administration, Coordination and Planning

2

Prior to 1961, teacher education had no independent statas at the national or stale
government level. Files on teacher edueation were tossed about, were not attended to,
and were otten put in cold storage. While other branches of education knew whon to
approach, teacher cducation was an orphan. Conditions have now considerably changed
and teacher education at the center is the responsibility of three different agencies: the
Planning Commission, the University Grants Commission (UGC). and the National
Council of Edueational Research and Training (NCERT).

Teacher cducation had no independent status in the first three plans in the
Education Budget and funds were allotted from cducational altocations. The situation
has improved in the Fourth Plan (1969-74) und a sum of cight crores of rupees (80
million) has been car-marked for the improvement of secondary teacher education alone,
This money has been assigned to the UGC, on the recommendation of the Education
Commiission, 1964-66. The latter Commission desired that teacher education should be
brought within the direct strecam of the academie life of the university and that the UGC
should assume responsibility for coordinating and maintaining standards in teacher
cducation as in other branches of higher cducation. This was accepted by the
Government of India, and the Standing Committee on Teacher Education and Rescarch
was set up in 1966. This Coinmittee advises the UGC on coordination and improvement
of standurds of teacher education at all levels, and the allocation of grants to teachers
collcges and departments of cducation in the universitics. During its short period of
cxistence, the Committce has done yeoman service for teacher education: financial aid is
now available to sccondary teachers colleges for their qualitative improvenicut,
devclopment of rescarch, and expansion of physical facilitics.

The NCERT was cstablished in 1961. Its main objectives arc: (1) To promote,
organize and foster research in all branches of education; (2) to disseminate knowledge
of improved cducational techniques and practices in the school system; and (3) to act as
a clearinghouse and with this object to undertuke special studics, surveys and
investig. tioris. The Council has also a training program to devise techniques of training
and upgrading professional leadership. Problemis of methods and organization are
subjceted to continuous re-cxamination and cvaluation, so that professional training is
kept closely in line with changing cducational nceds. The National Institute of
Education, which is a part of the NCERT, provides facilitics for professional training and
rescarch at advanced levels to teacher educators and cdueational administrators from alt
the states of the union, and thus makes its contribution to building up cadres of
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cducational workers which a national system of education so urgently requires. Quite
reeently, the NCERT set up a ficld unit in cach state as a lisison office between the
center and the state. 1t examines what the center can do in relation to specific
cducational problems of the state, and coordinates the program of the in-service
cducation of" teachers and teacher cducators of the state.

The states have also risen to the occasion. The post of Deputy Director of Teacher
Education has been created in cight major states and others are likely to follow suit,
State Boards of Teacher Lducation have been set up in six states. They preseribe stand-
ards for training institutions and prepare plans for thie inmediate and long term develop-
ment of teacher education, both qualitative and quantitative.

Institutional Organization

Throughout the world, there is a move at present to organize large institutions,
comprehensive colleges, and to start multi-faculty cducational establishments. The same
trend is visible in India too. For example, the need to give an orientation program in
classroom iastruction to fresh teachers of enginecring colleges and polytechnics is now
appreciated. With this objective in view, departments of education have been established
in three Indian institutes of engincering and four regional colleges of engincering. Anoth-
crmove is to set up institutions, each imparting professional experience in a special ficld.
In 1958, the Central Institute of English, Hyderabad, was cstablished with the objective
of -improving the teaching of English both through the organization of rescarch and the
training of teachers in suitable techniques of teaching English as a second language. n
addition to this Institute, as many as cleven state institutes of English have been set up in
cooperation with the British Council. The importance of training 1lindi teachers has also
been realized. The Govermuent of India has started the Central Institute of Hindi at Agra
for tmining llindi teachers in non-llindi arcas. In addition, twenty-six lindi training
institutes have been established in non-llindi arcas for teachers of 1lindi at a lower level.

Two important institutions, viz.. the State Institute of Education (S1E) and the
State Institute of Science Education (S1SE5) lave been set up in cvery state. The main
functions of the SIE are to provide in-service education to teacher educators and the
inspecting staff connected with clementary education and to undertake studies in all
problems of education, rescarch in methods of teaching and curriculum development in
clementary schools. The SISE functions wainly as the center of rescarch for science
curriculum development and for in-service training of science teachers and teacher educa-
tors, improvement of instructional aids, and the translation and dissemination of science
textbooks, guidebooks and related literature in regional languages. During the FFourth
Plan, these institutes will provide an in-service education program of two nionths dura-
tion to about 1,350 science method masters of teacher training institutes. The Indian
Ministry of Education is contemplating sctting up a Staff College of Educational Adwmin-
istration during the Fifth Plan to provide pre-service and in-service training for educa-
tional adwinistrators for the entire country.

Structural Pattern of Courses and Curricular Changes

There is a growing realization in the country that the candidates who join different
types of training programs do not have adequate knowledge in academic subjects. To
remove this deficiency, the scope of the elementary teacher training program has been
widened by inciuding a well-balanced course in gencral education, and six institutions are
experimenting with a four-year degree course in education on the American patiern.

1t has also been considered necessary to widen the scope of student teaching, 1t has
been appreciated that this program cannot be confined to mere classroon situations but
should include participation in all phases of the teacher's responsibilities, in the class-
roont, in“the total school progratn and in the conununity. With this objective in view, the

< - regional colleges of education have introduced an internship program of six weeks dura-
tion during which the pupil teacher: ¢ attached to some related schools. A similar
practice known as Block Practice Teaching has been adopted by 48.7 per cent of the
secondary teachers colleges.! This innovation is, however, of a shorter duration and is
practiced in rural arcas. ‘e details vary from institution to institution but all of them
aim at providing the experience of working in actual school situations.

The need for an inter-disciplinary approach at the masters® level has also been
recognized. The masters course in cducation of Allahabad University provides a full

E : ’ paper from an inter-disciplinary seminar, While examining the outline of this innovation,
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the UGC's Standing Committee on Teacher Education and Rescarch suggested “that the
content of the Seminar should be spelt out and that it should reflect a concern for the
study of educational problems from a broad spectrum of the concerncd social sciences.
The Meerut University has instituted a masters course in cducation of fourteen months
duration for which no previous training is required for adinission and any person with a
first or second class degree in any subject is cligible. The core curriculum includes the
following courses: (1) Quantitative methods in Behavioral Sciences, (2) Rescarch Tech-
niques, (3) Logic and Philosophy of Social Sciences, (4) Problems of [Juman Develop-
ment with special reference to the contemporary Indian Scene, and (5) Developing a
Rescarch Project. Increasingly. the subject of cducation as an academic discipline is no
longer confined 1o school teachers or teacher educators. Educational adininistrators and
teachers and scholars from other ficlds arc also interested in the study due to certain
political factors which are active in the developing countrics, for nothing can remain
purcly academic when cverything becomes political in development planning. IFurther-
more, the interest shown by other social sciences in the educational process is mainly a
result of the part played by cducational processes in transforming developing countrics.

Another innovation is to bring the trainces into close contict with the rurl com-
munity. In fact, this is onc of the main objectives of the Basic Education I'rogram. For
example, the PGBT College, Orthand, organizes visits to five villene schools during the
year to cnable its student teachers to understand the problews faced by village teachers
and to understand through them the rural community. A visit to the college by neighbor-
hood schools of rural arcas is an innovation recently introduced by the M.B. College of
Education, Vallabh Vidyanagar. For such visitors, the institution organizes exhibitions,
film shows, demonstration lessons, and special discnssions. This practice at times encour-
ages a few alumni to work for village schools during vacations' A the spirit of the peace
corps volunteers.3 The CRISE of Baroda University also lays a great emphasis on rural
communitics where student teachers interact directly with rural citizens, leaders, schoot
teachers and pupils.?

Instructional Approach

Prior to independence, there were hardly any books on education written by Indian
authors. This drawback has now been considerably removed and a numiber of Indian
authors arc in the ficld, but book production is not yet fully extensive and nany books
are substandard. The Governinent of India, thercfore, is subsidizing textbook production
very liberally. While the NCERT has its own program at the national level, every state
has its own publication unit for the production and translation of standard books into
the regional language.

There is also a great effort 1o supplenient the traditional lecture method by other
methods involving tutorials, individual assignments, seminars, symposia, groups discus-
sions, supervised sclf-study, team-teaching and programined learning. As an improvement
over the procedure of writing tutorials, the tcacher educators of M.B. College of Educa-
tion, Vidyanagar, prefer to discuss the details of various topics among themselves in the
presence of the students who arc later divided into groups to help them think out the
subtopics cmanating from the Faculty discussions. The C.LE., Delhi, has developed a
new approach in the teaching of psychology to the B.1d. class in which an annotated
bibliography is provided to students beforchand and they are divided into small groups.
The instructors neet cach group and help in the procedure of observation, interviews,
preparation of check-lists, and role-playing. With the introduction of the content courses
at the B.Ed. level, it has been found necessary to set up science laborat ories in teachers
colleges. A lead in this dircction has been given by the state of Rajasthan, as its cighteen
teacher colleges have introduced this innovation. 1t is gratifying to note that the
UNICEF has launched a program of providing scicnce equipment free of cost to every
teachers college of this country.

Education for the Cooperative Endeavor

There is a growing consciousncss in the country that teacher training institutions
should manage their affairs on a cooperative basis. For instance, the students of a
number of colleges run their halls of residence and canteens themselves. The Khalsa
Colicge of Education, Gursar Sadhar, cxpects its students to manage a community farm
and to produce vegetables and wheat for their daily consumption. The college provides
land and jrrigation facilitics and the students till and irrigate the land on a coopcrative
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basis. A novel experiment for bringing the tcachers and the taught into very close
contact is the “Open Air Session™ of Teachers College, Vidya Bhawan, Udaipur. During
this session, usually a week long, the entire college community lives together in a camp in
natural surroundings away from the busy life of the city. On arrival af the camp site, the
students and staff involve themselves cooperatively in cleaning the arca, setting up the
tents and acquainting themsclves with the arca. The daily program starts with the rising
sun at the common prayer ground, where devotional songs arc sung. The morning and
afternoon sessions are devoted to studics, surveys, ficld-work and group discussions and
in the cvening the whole group mecets on a hill and observes the setting sun in silence.
There are campfires or other entertainment programs after dinner. The campers enjoy
comnion breakfast, lunch, tea and dinner and they help in the preparation and scrving of
mcals as well as the maintenance of the camp. The outcome of this unusual program is
difficult to asscss, but a few results like curriculum cnrichment, ecmotional development
and social consciousncss can be observed through the behavioral changes of the students
and the staff. .

In-service Education

-

Fifty per cent of the sedondary tcachers colleges have cither a department or a unit
of extension services. The major innovations of the extension centers, which are under-
taken in collaboration with the NIE, arc financial assistance to schools for their experi-
mental projects, preparation of instructional material in the shape of teaching units and
illustrative aids by school tcachers under the guidance of teacher educators, and a
sentinar-reading program for teachers and headmasters. A few extension centers have
their outposts in selected schools for their intensive activity. LEach outpost has ten to
fifteen school complexes. Another unique feature of these cxtension centers is their
close association with Ilcadmasters® Forums, which have been established at the district
level and which discuss the day-to-day problems of teachers and hecadmasters. A number
of teachers colleges arc organizing seminars for institutional planning of individual
schools. A few Boards of Mligher Sccondary Education also conduct in-service programs
for secondary tcachers. Ior example, the Rajasthan Secondary Education Board runs a
number of courses for paperssetters, subject teachers and textbook writers.

The need for preparing college teachers is also receiving due attention in the coun-
try. 1t is recognized that college teachers are interested primarily in their subjects and
only secondarily in how to teach then. Pionecring work in orienting college teachers to
new methods of teaching has been done by several colleges and the Punjab Government
has made it obligatory for every new lecturer to attend an orientation program of five
weeks duration. The UGC is now cnconraging every university 10 run a snmmer course of
four to six weeks for new college teachers by shouldering the entire financial burden. It
also organizes summer progrims on content courses which are attended by a large
number of college and school teachers. Their motto is: “No person should decide to
teach unless he is resolved to learn, for a real teacher is a student all his life.**

Research and Education

Rescarch plays a very significant role in the process of innovation. since it is the
first step for the gencration of new ideas and is the main basis for creative thinking. The
UGC awards senior rescarch fellowships 10 college teachers and junior fellowships to
students for full-time rescarch work. It also awards rescarch grants and travel grants to
teachers and colleges for their individual or coopeTative rescarch projects. Quite recently,
the Commission has adopted a policy of setting up eenters for advanced study in differ-
ent branches of knowledge to encourage the *pursuit of excellence™ and to accelerate
the attainment of international standards through research. Until 1961 there was no
central agency in the country responsible Tor the coordination and promotion of educa-
tional rescarch. The NCERT is carrying out this responsibility now and du ring the last
six years it undertook as many as fifteen major projects in tundamental and applied arcas
of educational research. Under the international cooperitive research program of the
U.S. Office of LEducation, the Council completed nine - major projects. It also gives
grants-in-aid to teachers colleges and university departments of education for conducting
their own rescarch programs® as do the Sils on a small scale in individual states,
Another significant development is the involvement of the Indian Associstion of Teacher
Fducators (1ATE) in educational research. It has a standing commitiee ot educational
research, and has conducted 3 few educational surveys on behalt of the NCER'T and the
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Lducation Commission, 1944-66. It also invites selected successful doctoral candidates
to present outlines of their work at its annual session.

Professional Organizations

Professional organizations at the regional, national and international levels have
contributed a good deal to bLringing the teacher educators together and infusing them
with new ideas. Onc of the sessions of the annual conference of IATE is referred to as
“Around the Teacher Training Institutions.™ Teacher Education, the quarterly publica-
tion of the Association, includes accounts of innovative practices in teacher education.
‘The international conferences organized by ICET, UNESCO and WCOTP are essentinlly
in-service programs for cducational lcaders and innovative ideas filter down through
them to teacher educators throughout the country.

Quite recently all seven of the teacher training institutions of the city of Udaipur
organized a “Teacher Education Complex™ for the city on the lines suggested by the
Education Commission, 1964-66. The main objectives of the complex are: (1) to pool all
available resources in men and waterial for their maximuin utilization for the improve-
ment of teacher education institutions, (2) to provide an organ to the teacher educators
for their professional growth, (3) to coordinate activities of the associated institutions
for pre-scrvice and in-service prograins, (4) to support experimentation and rescarch in
cducation in general and teacher cducation in particular, and (5) to improve the stand-
ards of teacher education vis-a-ris school education.

Conclusion

To some of my fricnds from other lands, a number of practices presented in this
paper 1may not seem innovative, as they moy have been experimenting with them for
soine time. But tender saplings transplanted trom oue soil to another perhaps get a new
shape and bring forth uncxpeeted results in o new enviconment. Whatever the specific
form ot the innovation, there is a general quest for the ercating of a new and better
social order throughout the globe. Emphasizing this aspect of cducation, the Indian
Education Commission has remarked, “If this *change on a grand scale® has to be achiev-
cd without violent revolution, there is onc instrument and one instrument only that can
be used: edugation.™” The task of education is manifold. One of its najor tasks in a
modern .of#.uis to keep itself in touch with advancement in socinl, cultural, and
political fields at all levels. In a modemn socicty, knowledge inevitably ceases to be
something to be received passively; it it something to be creatively discovered. If this
principle is rightly understood, it would mean a revolution in the traditional approach,
which tends to neglect the creative and critical facultics. In India, as in other countrics
where similar conditions prevail, this requires among other things, a new approach to the
objectives and methods of education and change in the- professional preparation of
teachers.
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Educational Reform In Spain:
Innovative Responses In Teacher Training At One University

CARMEN ENRIQUIEZ
Dean, Teacher Iiducation, Unwcr.\‘lry of Santiago
Santiago de Campostela, Spain

The Spanish educational system is extremely old and, although there have been
partial reforms, particularly in the last thirty years, there is now the need for a profound
reform. The Minister of Education and Science published in February, 1969, a
document, Iiducation in Spain: Bases for an Educational Policy, which was intended to
lead, through consultation within Spanish socicty, to a new educational plan, About onc
year later, in August, 1970, the General Educational and Financial Law for the Reform
was approved and a major advance was made in dealing with Spain’s cducational
problems. The objectives of this new Law are quite elear and include, among others, the
Yollowing:

(1) 1t is not enpugh to teach (1o transmit knowledge); it is nceessary to educate
(to develop mental and woral attitudes).

(2) Education must be active (the student must work in order to learn).

(3) The school must be a school of convivencia (“living together.™ group organi-
zation and communication) and of cooperation,

(4) The curriculum and the educational process must be coherent and better
adapted to life,

This reform is based, in my opinion, on three factors: cducational rescarch; experi-
ments and dissewmination; and the training and upgrading of the professional teachers,
Closely associated with all three Tactors are the Institutes of the Science, of Education
(I1S1:%) which have been established in every university to provide services for the entire
educational system, in keeping with the leadership role of the university“in_ the ficld of
cducation. The ISE’s, created in July, 1969, arc university institutes, dircetly integrated
into cach-university, and charged with responsibility for teacher education, which is
beginning to include cducation at all levels and in-serviee education for practicing
teachers and cducational administrators, as well as the conduct and promotion of
cducational rescarch and the provision of technical adviee to the university itself and
other units in the cducational system. A National Center of Rescarch for Educational
Development has been created to ensure coordination at the highest level of the rescarch
cfiorts of cach ISL,

ISE Courses and Seminars for Teachers at all Levels

Within the new ceducational strncture, ontlined by the new Law, are a nuinber of
courses for teachiers of general basic education (children from 6 to 13 years of age.
approximately). One portion of the training, which varies from 60 to 100 hours at the
different 1S1's, is devoted to pedagogical matters including curriculumi, evaluation,
school organization, educational sociology and concrcte problems in cach arca, Courses
in various subjcets are provided for teachers who will be teaching the sixth course and
above in the general basic education, About 300 hours arc devoled to the study of the
subjeet area which may be philology (Spanish language and modern foreign fanguage),
the natural sciences and mathenatics, the social sciences, religious education, physical
lr.nmm..-‘;c\lluhc education or pre-technical training. Included with the study of the
subject aréa, and requiring another 100 hours, is the development of detailed curricula in
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cach ficld. In carrying out the latter, a number of units of a pedagogical nature arc
covered including chiaracteristics of the child from 11 to 13 ycars old, techniques of
teaching to individuals and sinall groups, group dynamics, “education for the responsible
use of freedom,” techniques of study, the direction of learning by the teacher, team
teaching, new approaches to school organization, cvaluation, curriculum developinent,
cducational technology and teaching materials. A course in special education is also
provided for this level for teachers of speech and hearing therapy. The course requircs
400 hours and includes theoretical study of the appropriatc medical, pedagogical,
psychological, sociological and cducational fopics. A second phasc is devoted to practical
work carried out in a special cducm&m center near the ISE.

‘The education of teachers for schools which giant the bachillerato (students from
14 to 17 years old, approximatcly) is, according to the new Law, divided into two
cycles, cach requiring 150 hours. The first is of a theoretical nature and consists of the
study of the principles, objectives and problems of cducation in its psychological,
sociological and historical aspects; technology and systems of cducation and innovation;
and special didacticas or tcaching oiwcthods. The second cycle, the practical cycle,
consists of teaching practice in schools sclected by the ISE, In the first cycle, about
onc-fourth of the total time is devoted to the course “Introduction to Education,”™
which is comprised of clements of sociology, philosophy, history, cconomics, biology,
anthropology, psychology (the psychology of learning), the science of cducation,
cducational rescarch and planning, the future of cducation and comparative cducation.

About onc-half of the 150 hours of the first cycle arc allocated to.the oew
cducational systems, techoology and innovations. The ISE of the University of Santiago,
while it docs not have closed circuit television, utilizes in onc seminar the coocepts
developed around the technique of oticro-teaching. One or two bricf presentations are
provided for the students, in addition to assigned reading, on the “Principles of Micro-
Teaching and General Pedagogical Strategics and Skills Involved,” and *“The Micro-
Teaching Plan and Techniques of Evaluation.” Then a more detailed, although still brief,
lecture is given on reinforcement techniques in relation to desired verbal and non-verbal
gestures and expressions. The work of Charles Golloway on non-verbal communication is
included as a part of thc seminar. Then cach competency is demonstrated by cach
prospective teacher, using a group of three boys and three girls as pupils and following
the pattern of five-minute demonstrations, cvaluation and feedback, repetition of the
skill, and niore evaluation and feedback. This pattern of reading, lectures, and practice is
continucd with all the various competencics: asking questions, leading discussions, and
so on. Another cleinent of the course at the Santiago ISE is the use of “interaction
analysis,” as it has been developed by Ned Flanders and Edmund Amidon. In this case, a
group of cight to ten pupils, in onc of the advanced classes for the Bachillerato, arc
observed by the prospective tcachers as a volunteer supervising teacher instructs the
cliss. The ISE students analyze the cducational process at threc-sccond intervals
according to a matrix of ten categorics of interaction occuring during the tcaching-
learning process. A tape-recorder records the verbal interaction which occurs during the
fifteen-minute obscrvation.period, and other practicing teachers and the ISE professors
take note of the non-verbal behavior for the ensuing discussion with the prospective
teachers, Finally, the seminar also utilizes the techniques of simulation as presented in
the work of Donald Cruickshank.

Another inajor seminar of the segment on new educational approaches requires 20
to 25 hours and involves the study of group dynamics. The perceptions, communication,
and mutual relations, all of which may be formal and informal, rational and affective, are
analyzed as they occur in smalt groups. The students form their own groups for purposcs
of sclf-analysis and, with the help of a trainer, begin to better understand the use of new
pedagogical methods which require, for their success, changes in interpersonal behavior,
A third seminar, requiring five scssions, explores the idea and techniques of programined
cducation. The first session decals with the pedagogical principles involved, behavioral
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theory, learning theory, theorics of the personality, and cxamples of lincar and more
ramificd programs. The second session is devoted to cognitive, technical and attitudinal
objectives, and the third focuses on the operations involved in developing a program,
including the examination of pupil motivation and teaching methods. In the fourth
session, the students actually develop, collectively, a :model program, including the
instructions, supplementary notes, and the compilation of the units of inforination. The
seminar ends with an examination of the specific techniques involved in developing and
using a varicty of programs including cvaluation and experimental approaches.

The final two nuwjor seminars arc devoted to the sociology of cducation and
personalized instruction. In the fonner, the students analyze their previous cducational
expericnces in social terms after cxamining some theories of social analysis and
obscrvation. This seminar focuscs on developmental theory and includes two in-depth
intervicws, onc with a pupil and onc with a practicing teacher. Personaliz=1 education is
intended as a synthesis of this entirc portion of the training during which the student
considers the socialization process involved in education in relation to the goal, as
cxpressed by Garcia Hoz, of the responsible use of freedon. Other brief seminars are
devoted to school organization and cvaluation.

The final portion of the first cycle of pre-scrvice education is allocated about
onc-fourth of the time and involves didactics. Among the activitics included here are the
sclection of the: content and integration of the curriculum, determination of the
objectives for cach subject at the Bachillerato Jevel, careful study of the actual activitics
involved in curriculum’ development, critical examinations of available textbooks and
other teaching materials, critical study of the cvaluation processes, and theorctical
scssions devoted to the most recent developments in cach discipline.

The activities included in the secohd cycle of 150 hours may be casily summarized:
(1) Scminars on teaching methods in the different subjects (5-107%)
(2) Practice teaching at two different levels (45-60%)
a.  Observation of a class taught by a supervising teacher
b.  Actual teaching
(3) Evaluation activitics (5-10%)
(4) Other activitics (5-10%)

It may be uscful to include additional practical information to clarify the nature of
the program outlined above. The number of students in cach seminar varics from ten, for
micro-tcaching, to sixtcen, for group dynamics, to twenty-five in the reinainder. In
general, the instruction is based on a brief lecture, no longer than 20 minutes, and the
cxamination of technical notes in small groups which then coine together for common |
discussion. Films and other audio-visual materials arc used as well as various small-group
techriques such as brainstorming, round-table discussions, peer teaching and so on. On
some occasions, sessions arc held outside the ISE in the schools.

In this bricf paper, | have attempted to provide a glimpse of the initial stages of

cducational reform in Spain, illustrated by examples of innovative activity in the teacher -
cducation program of the University of Santiago. Other ISEs at other universitics are also

currently seizing the initiative provided by the New Education Law to develop new

approaches to pre-service and in-service teacher training. Profound changes have long

been needed in Spanish cducation and while the current reform is just getting underway,

there is now, at least, nearly universal agreement that the reform is really necessary in

the ficld of education, and in particulur in tcacher cducation.
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SOCIAL REALITIES: THE CONTEXT OF
INNOVATIVE TEACHER EDUCATION

The Challenge Of Innovation In Teacher Education In Thailand

BIIUNTUIN ATTAGARA
Under-Secretary of State for Education
Bangkok, Thailand : S

The cducational system in Thailand, in common with ma ny other developing coun-
trics, has a dual task if it is to contribuic significantly both to the balanced development
of the country and to the promotion of cquality of cducational, vocational, and social
opportunity. It must supply the idcas, attitudes, skills, and knowledge which will help
rural populations to accelerate the process of rural improvement and transformation; it
must also provide the required cducational background for the relatively few who will
obtain cmployment in the modern and rapidly changing technological sector. The urban
cnvironment, with its countless cars and buses, factorics and supermarkets, newspapers
and magazincs, pollution and conglomerates, is obviously quitc different from the tradi-
tional rural sector. In the rural arca, subsistence agriculture is a way of lifc, roads are
poor and few, clectricity is often non-existent, books and newspapers are rarc, and the
traditional, isolated social <tructure often acts as a brake on rapid change. Thus, onc of
the main problems we face is to decide what degree of emphasis should be dirccted-to
cducation related to growing industrialization and what degree to rural transformation.
Fortunately, teachers and teacher cducators, the bulk of whom live in the medem sector
of the cconomy, are paying increasing attention to the eduecational and developmental
needs of rural arcas. The realization is growing that the vast majority of the population
live in rural arcas and that there can be little effective national development without
rapid rural development.

In an average village in Thailand at the present time there might be fifty or more
houses scattered over a wide geographic arca. Very likely. there will be a temple and a
school. In the past, the temple scrved also as a school, with boys learning to rcad and
writc from thc monks. Many of the girls lcarned literacy s¥kills at home. Traditional
vocational skills such as farming, carpentry, house-building, and weaving were passed on
from clders to youth through very informal methods of apprenticeship and on-the-job
training. The temple and other traditional non-formal cducational institutions served
cffectively in maintaining the stability of the sacicty, and in passing on from onc gencra-
tion to the next the slowly changing knowledge, expericnce, and civilization of the past.
The formal clementary school cventually was introduced into the village as an institution
different and distinct from the temple. At first its functions were very limited: to
provide basic litcracy training, and to present appropriate academic content needed by
the few who proceeded beyond the village schools to more advanced education. Gradual-
ly, more and more stibjects were added to the curriculum to provide boti: a morc
comprehensive and %etter balanced academic background for children who hoped to
cope successfully with higher education in the modern sector, and also to teach subjects
that had relevance for children who were likely to spend their future lives in an agricul-
tural setting.

In the carly 1950°s, it became increasingly apparent that the rural school was not
cffectively scrving the community in which it was situated, and that the teacher, despite
the fact he was usually the only cducated person in the community, had not been
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provided with the attitudes, skills, and knowicdge necessary for helping his rural com-
munity to make much progress in the long and difficult process of development. The
rural school was perceived by the village gencrally as a place where a large number of
strange subjects was taught, and where the only rcal advantage was the fact that by
opening the door to further cducation some of the brightest children were allowed 0
break into higher salaried jobs available in the modern sector. Though a very large
proportion of government cffort and cxpenditure in rural arcas was devoted to clemen-
tary education, the teacher was given little if any training in community development. 1t
was realized, therefore, that if the teacher was to become morc than a classroom instruc-
tor, if he was to become an effective agent of change and a catalyst in community
improvement, his training would have to be altered and improved. llis new role would
cncompass wider responsibilitics; his clussroom would in fact be the entire community,
and his students would cover all age groups. The preparation of such a teacher I consider
to be the greatest challenge for innovation in teacher cducation.

We started in carncst to try to improve the system of teacher cducation for rural
teachers back in 1956 with the start of the Thailand UNESCO Rural Teacher Education
Project (TURTEP). Though the scope of the scheme has cxpanded dramatically, and
many practical methods of implementing it worked out through both trial and error and
continuing rescarch, the objectives today remain very much the same as they were when
the project actually started: .

The purpose of the Rural Teacher Education Project is...the training of rural
school teachers who will be competent to carry out the double role of
cducator and community leader. The training provided will combine the tech-
niques of fundamental education and the method of teaching children, and it
should cnable teacher to relate their teaching of the subjccts to the concerns
and nceds of the school children at different ages. IFurthermore, they (the
icachers) should acquire the tcchniques of guiding adults and youth who arc
out of school in the improvement of their community and of their living
standards, health, citizenships, making a living, housing, etc. In this way, the
school under them will serve as an cducational center and the community
center as well.

It is, however, onc thing to formulate clearly stated objectives, and quitc another to
work out in dztail how these objectives can in fact be implemented, especially when
given othes somctimes conflicting objcctives,

Although the majority of the population live in rural arcas, the minority living
in the urban scctor are gencrally more vocal and more demanding. This minority, to
satisfy their cducational needs and demands, require karge numbers of schools and teach-
crs. Even in the rural scctor, a majority of the people hold ambitions for their children to
get ecmployment in the towns, cven though such expectations may be highly unrealistic.
So what kind of teacher should we produce? Is a two-track program nceded—one for
rural cducation, the other for urban education? We finally decided to design a teacher
training curriculum and program of study which would concentrate mainly on the nceds
of the rural arca but which, at the same time, would also meet the needs of future urban
teachers. 1 might add that we have not been totally successful, but we have made what
we consider to be a good beginning. :

1t was not long before we reached two basic conclusions. First, the curriculum in the
teachers colleges was already over-crowded and made only limited provision for work
and study in community development. At the Lower Certificate Level, 70% of the
curriculum was devoted to general education and pedagogy, and only 30% remained to
treat all clective subjects. Obviously, there was little, if any time left in the regular school
day for providing tcacher trainces with reality-oricnted cxperiences to preparc them for
their expanded role as community teachers and leaders. Secondly, we became convinced
that if the rural teacher were cver to become rcally both a teacher and a communit;
development Ieader, he would have to have more than two years of tcacher training. At
the lligher Certificate Level, which calls for two years of training cither afier Grade 12
or after Lower Certificate training, there is much greater zoom for introducing new
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subjects in the curriculum since the proportion of total time devoted to pedagogy and
general education is not as high as under a.two-year program. If all wcachers, thercfore,
could have four ycars of training irstead of two, » much greater amount of time than at
present could be devoted to community development and subjects of direct and immedi-
ate use to rural communitics. ‘We arc thus expanding as rapidly as possible 1ligher
Certificate - teacher cducation with the hope that soon it will officially . represent the
minimum certification tequirement. We are at present temporarily delayed in mandating
the requircment only because of the extra cxpense involved, expense related to both
longer periods of teacher education and higher salarics that would have to be paid to the
more highly qualificd teachers, ) ’

Given all the above problems, we have not taken the casy path and merely post-
poned our cfforts in making the rural tcacher an agent of community change. Rather, we
have accepted the challenge and attacked the problem on three main fronts. First, we
hrave involved teacher trainces in community development activities as a regular part of
their training both during their teaching practice and during their periods of vacation.
Sccond, we have tricd to usc the total cnvironment, and not just the formal instructional
period, as an cducational instrument designed to cultivate attitudes of responsibility and
hard work. We have prescnted information and problem-solving cxcrcises related to
hygicene, nutrition, housing, and use of leisure timec—subjccts so vital to rural transforma-
tion and improvement. Third, we have involved the teachers colleges in the activitics of
the adjacent communitics, and in the improvement of clementary schools over a large
arca surrounding the colleges. We have also tried to involve the communitics in the
activitics of the colleges. :

1t may be useful to explain in more detail some of the actual activitics that arc
taking place at present, or which have taken place in the recent past. To begin, cach
teacher training college assumes some responsibility for the professional growth of a
large number of associated clementary schools, often as many as fifty. Most of these
schools arc in rural arcas. The colleges provide them with books, teaching matcrials. and
consultation scrvices. They also organize during vacation periods inservice training
courses and seminars. In addition, trainces from the teachers collcge are sent in groups of
five to ten to carry out theee months of teaching practice at these associated schools.
The trainces live in a dormitory near the schools, which usually has been constructed by
the community. They spend about half their time in practice teaching and the remainder
on community and school development projects. The evaluation of the student teachers
during this period is bused partly on their classroom performance; however, greater
weight is given to the improvements they were instrumental in promoting in the school
and community. During tcaching practice there are frequent visits, normally once a
wecek, from supervisors at the college who not only guide and advise the young trainces,
but also provide some instructional continuity between the efforts of onc group and the
next.

Although only about one quarter of the formal instruclicnal time is devoted to
practical work, when the total time the student spends in various activitics on campus is
considered, this proportion is much higher. For cxample, at onc teachers college the
students get up cvery morning at $:30 and spend the first hour of the day farming,
cutting grass, cleaning the classrooms, or cngaging in some other chores. The activitics
arc closely supcrvised in order that students may develop new skills and, more impor-
tant, devclop mature attitudes of responsibility and sclf-discipline, On weckends or
during vacations, student voluntcers may be involved in larger projects, such as the
construction of buildings, open-air theaters, and sports ficlds. In addition, cach student
spends one day in cach term working in the college cafeteria serving other students,
preparing food, and washing and cleaning. He will also assist with clerical and sub-techni-
cal tasks in the library, science laboratories and domestic scicnce rooms. A student’s
academic success is dependent in no small way on his active participation in work
programs and in his attitudes toward work, however menial. Developing a healthy re-
spect fo. sweat and hard work is certainly no casy task in any socicty, yet it is truly
indispensible for socictics that seck orogress and self-reliance.
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It is with the community devclopment activities carricd out by students at the
trining colleges where we can really see concrete signs of success in our teacher educa-
tion programs. Our fundamental aim has been to encourage student teachers to act as
catalysts in the local conununitics, and to motivate the villigers to participate in the
development of their own community. Of'ten it might have beea quicker for the students
to have done all the work on a particular project themselves. But such an approach
would have lacked the long-lasting educational impact produced by allowing villagers to
improve ‘their own cnvironment through their own cfforts. Learning comes not so much
through listening and watching as through doing.

During the process of development of community activities we have ciiher assisted
other government agencies with their projects (for example, by helping the district
agricultural officer to transport insecticides to villages and teaching villagers how to use
them), or sought advice and assistance from themt and other agencies. lere, too, we have
an cducational objective. We want the student tcachers to be more aware of the extent
to which other government scrvices cxist, and also to rcalize what these services can
accomplish so that after comnpleting their training and finding themsclves virtually alone,
professionally speaking, (except possibly tor a few fellow teachers) in 4 remote village,
they may have some idca about when and how to call for assistance from other rur.nl
specialists.

During recent years teacher training students have been involved in a considerable
number of . community development projects, but always in elose cooperition with the
villugers. Roads have been constiueted, wells dug, young farmers and young women's
clubs formed (about half the teacher trining students are female, and they too have to
spend three months in residential teaching practice with comnunity development work
in village schools), new erops for a more balanced diet introduced, latrines dug, libraries
established and stocked, schools huilt and improved, school lunch programs started, and
special educational programs initiated for pre-school children.

The chullenge of innovation in tcacher education is the challenge of a total 2nviron-
mental approach to the prescrvice children, but also in acting as agents 'of change in rural
transformation. Many new idcas-at least new to us—~have alrcady been successfully tried
and developed in Thailand to achieve this goal. Others are now in various stages of
implementation and cxperimentation. For example, one college has established special-
ized dormitories so that all the students particularly interested in one subject, say in
agriculture, live in a common dormitory along with some of the agricultural teaching
staff close to the college farm. Thus, in a sense, they will eat, sleep, feel, speak, hear and
breathe agriculture-a total sensory exrericnce.

We recognize that the development of Thailand is more dependent on changing the
meutal attitudes of the mass of the population towards change and innovation than
perhaps on any other factor. Irrigation dams can be built, but this will not ensure that
the water supplics will be used: new high protein foodstuffs can be produced but never
caten; birth control devices manufactured but not widely aecepted. Ot all the educated
government personnel, it is generally only the teacher who is sure to be found in every
community. Thus, it is primarily the tcachier who must be depended upon to help create
a climate for productive change-a climate that maintains the best of traditional values
while opening the door 10 new values consistant with rural life, but also sensitive to the
overwhelming changes that are currently roeking our shrinking world. The challenge 10
teacher cducation in shaping a better world for our respeetive nations is obvious, yet
illusive. 1 doubt, for example, that we shall somehow, somewhere stumible upon or
discover somce panceca or carth-shaking breakthrough, Unfortunately, perhaps, human
problems do not casily level themselves to tast, computer-like solutions. Answers, to the
degree that they exist, 1 feel will come only a little at a time. What is required of us, as
cducational leaders, is an appreciation of history, a commitment to nunkind, a tenacity
of purpose, a respeet tor freedom of inquiry, and a faith that humanity can (ind a higher
level of tulfillment. And somchow it would be nice to teel that cach of us had some
small part to play inleading that dramatic adventure.
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Temple-Philadelphia Portal School Concept

BETTY B. SCHANTZ

Assistant Dean, University-School Relations
Temple University

Philadelphia, Pennsylania, U.S.A.

The Portal Schools in Philadelphia are based on a voncept of concentration. They
were initiated from the assumption that cven if a university could produce the best
pre-service teacher cducation program, their graduates would succumb to the environ-
ment in which they began their teaching carcers. Therefore, it is the universitics® obliga-
tion to improve that environment. 1t cannot accomplish this by picce-meal “innovative™
programs, particularly in the inner city schoolswhere there taditionally has been typically
less stability in student and sometimes teacher population than in suburban districts. The
improvement of these schools must be done by pouring resources into them, cven at the
political expense of denying student teachers, in-service and other programs to the more
aifluent schools whose programs may be more a result of their teacher and student
input, the parents, the community status, and per cap.ta expenditure for cducation than
the objective performance of the school’s program were is not for these strongly support-
ive factors. Inner city schools do not have these axioms, yet education is probably the
primary hope for their inhabitants. -

4

A teacher cducation institution cannot improve its coopcerating schools in cities

-without concentrating its input in sclected schools where conditions indicate some

chance of success. 1t further is extremely presumptuous to assume that teachers can be

taught how to teach cntircly on college campuses in-the absence of children. Thus, -

universitics must move into real, problem-ridden communitics if they arc to demonstrate
that in fact there is a better way to educate children. And this “better way* ought to be
a result of the university’s input and not a correlate of social class, family background or
the wealth of the school-community. Vurthermore, if beginning teachers model their
initial teaching from the way they have been taught, then it behooves colleges to demon-
strate superior teaching, curricular changes, and achicvement gain of students in their
own yards where most of their influence is and many of their graduates are placed.

Temple University's College of Education has demonstrated such a strategy. Led by
its Division of Curriculum and Instruction which is responsible for 75% of the College's
undcrgraduates, 40% of its masters and 20% of its doctorate degrecs, the College began
developing student teaching centers in urban schools five years ago. Now there are 26,
cach with 10 to 12 student teachers. Foltowing this, four years ago, EPICT (The Elemen-
tary Program for Inner City Tcachers) was initiated in which all methods instruction was
taught by professors in city schools; now the majority of the clementary undergraduates
arc in this program. This was followed by combining ficld expericnce and tutoring with
instruction in cducational psychology; now cvery undergraduate spends two half days
per week in both city school and city community tutoring. Naxt. these three programs,
student teaching, methods und tutoring instruction, were combined in selected clemen-
tary school buildings and a combination of federally and state funded programs were
addcd such as Trainers of Teacher Trainers, Teacher Corps, National Science Foundation
Institutes, Educational Personnel Development programs, Carcer Opportunity Programs,
Special Education Resource Rooms, Veterans programs, and Graduate Intern Programs
in a wide range of ficlds. This gave cnough programs per building so that the majority of
cach school faculty was involved in onc or more Temple programy, with cach program
Buarantecing the teacher three hours of free tuition at Temple. Then the College was in a
position to offer insservice courses and programs designed to meet the needs of cach
school and on their terms, and at no direct cost to the schools® teachers.

Then advisory boards were created for teacher cducation in cach building. These
boards were composed of representatives from the schao! administration, the teackers’
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union, the community, the university, and in some cases the student body, They were
advisory. to the building principal and assisted him in selecting and developing, from
among our 23 urban teacher education Programs, those best suited for his school. But, in
many cases, once the right was carned to become part of the school on a quid-pro-quo
parity, the inflnence of these boards went beyond teacher education. Four inner city

“schools, fron among the 26 student teaching centers, 12 with EPICT, that created B _
advisory boards and increased the number of Temple programs carnced the title **Portal i . |
School.™ ) ;

Thus, Portal Schools are where university programs are concentrated, where the . {
resources of the school system, the community, the teachers® union and the university :
are cooperatively shared and allocated, where in-service and pre-service education are
realistically combined. With so many university. students and professors in cach building,
in-scrvice instruction can becomne a reality in the daily classroom. Thus far there are 11 o
professionals involved in the Portal Schools, appointed by both the Philadelphia Public :
Schools and Temple University and ranging from associate professor 1o supervisor. Four
of thein, onc in cach of the subdistricts surrounding Temple, carry the tite “District :
Dircctor of Teacher Education™ and are responsible_for managing the myriad of teacher P -
education activitics in their district. _ '

A brief review of the resources shared by cach Portal School and the advaniages for
all parties arc outlined in the following summary.

Distribution of Resources ;
University _ School System :
Personnel
District Coordinator District Coordinator
Joint Appointed Supervisor - Joint Appointed Supcrvisor i
Consultant Aid Curriculum-Specialists ;
Release time to staff for program Release time for teachers i i
development : : ;
In-service Credit extended Consnltants to pre-service programs
In-service Workshop Staff In-service Workshop Staff
Special short term services, c.g. Clerical Staff .

Educational Mcdia, Counseling, ctc.
Clerical Staff

Materials
Provides those consumed in " Provides those consumed by :
teacher preparation, pupils. H
Supplementary materials for Basic materials available 10 ’
- teacher preparation. professors. :
Equipment available from Teacher Center ordering of district .
University, tcmporary or on loan. cquipment for short of long term use. !
Facilities {
University fucilitics available Office Space for Temple Joint H
for special services, such as; Appointed Staff, :
Mecdia, Instructional Matcrials, Classroom space for pre and in-service i
Group meetings, workshops, purposcs. i
lunchcons. i
]
Students f
. Pre-service students volunteer At least 60% classroom teachers :
i for a two ycar program. volunteer to participate in :
Q : University Program. ;
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Program

* Cooperatively planned by both and may be initiated by cither. Modifications of

existing progrmns or new pl.mmn;. arc nq.on.ncd and must be acceptable
toboth.

Budgét
Moncy must be committed from internal budgets of bolll and seed moncy provided
by both,
FFederal and/or State funds indude both in Loopcr.mvc plan budget planned so

that stringent budget cuts of cither institution will not drastically affeet
the other.

Accountability

Both arc accountabdle to lhcnr vonstitucnts and must Lonmmly alter and modify
their programs 1o the instructional nuds of both.

ADVANTAGES TO ALL PARTIES

Advantages to School District

1.~ More appropriatc usc of supervisory personncl for resource as well as in-service help
for tcachers or aides that arc new te cach bunldm;.
2. Preservice students receive training that is organized so as to provide instructional
serviee Lo ineet cach individuatl school’s needs, '
3. Preservice students and professors help cach school/community bridge the gap by
~ conducting after school programs, home contacts with parcnts, and cnhancing the
communications nctwork. :
4. Provides a mechanism for University and school district personncl to work more .,
closely together in developing a mcaningful curriculum, attacking problem arcas,
developing new instructional techniques and in appropriate rescarch.

Advantages to Teachers

1. Six semester hours of graduate credit per year at no cost with a masters degree

L possible in five years.

: ' Reorganization of classroom instruction made possible through the higher ratio of )
adults per pupils. :
Access to resource people in curricular arcas and supervising personner.
Exposurc to new curricular materials, ideas and methods.
Participation is voluntary. Teachers have a wide varicty of program choices and
types of teacher-student involvement.

(8]
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Advantages to Community

Better transmission of knowledge about the school to parents and community.
Parcntal participation on advisory board providcs opportunity for parents to give
feedback to university programs.

University staff as resource people provide workshops, informal classes for parents to
acquaint them with curricular materials,

: Evaluations indicatc to parents incrcascd achicvement of pupils, increased
Q ; atiendance, and morc positive attitudes of students, parents and teachers toward

E MC their school.
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Advantages to University

1. Professors can ficld-examinc curriculum and instructional methods with immediate

feedback at both pre and in-service leve’. They may teach by demonstration or
serve as classroom consultants.

2. Supervisory loads arc more realistic, concentrating in not more than two schools,
i This provides for more total service to school staff than hopscotching supervision of
student 1cachers in several schools. ‘
3. Development of meaningful rescarch with added resources of school district re-
search office and local school support.
4.

Internal professional rewards of promotion for ficld based cxperiences as onc recops
nized . criterion. Monctary reward of overload pay for in-scrvice teaching to those:
populations who request a particular professor’s cxpertise,

_Advantages to College Students

Provides a realistic urban based training cxpericnce for four consccutive semesters.
Studernits become “teachers” rather than studen ts because they are viewed as part of
the school staff. To have an in-depth experience in one school is preferable to a
surface experience in several schools. ] .
3.  Students have the opportunity to experivnce a varicty of grade level and special
placements within the context of one administrative structure rather than relearn-
- ing informal communication and administrative procedurces cach time. :
4. - Students have a variety of choices of urban experiences: large school or small,
-bilingual, geographic arca of inner city, gradc level, special programs, and so on.

Lada

The Temple-Philadelphia Portal Schools diffcr from other Portal School models
chicfly because they are a ‘process and not a model, a natural outgrowth of previous
commitments, strategics and programs. We found it unwise and impossible to superim-
posc a university created model on inner city schools with al} their concomitant prob-
lems. But to build on what is dcliverable has been -2 sound practice which has improved
teacher cducation, increased the tested achicvement of school children, and orchestrated
the school, community, teachers and university inio a common bond of success. What
has been achicved in the last seven years, culminating in four Portal Schools in the last
two ycars with four more to be added next year, is a new institutional dircction in
teacher cducation. City-wide test data support the fact that cach Fortal School has
increased achicvement among its students. Subscquent studics of a moye subjective and
diagnostic nature indicate substantially increased parcntal support of schools (which is
almost abscnt in inner cities), the introduction of newer tcaching techniques and mate-

rials, and a pride and tcam spirit which has been absent from the cities’ poor communi-
tics since the 1940's.

This cffort has tricd to make a difference in Tem ple’s own back yard. It has tricd to
cstablish an institutional commitment which dealt with the majority of the College's
programs; it has tricd to utilize special projects 10 enhance major programs; it has tricd
to alter the university reward system so that demonstrating superior tcaching in schools
paid off as well as publishing; and it has tricd to teach teachers by example with real live
peor children. It has tricd to make a beginning on a brocd ensugh base to be sustained,
and not vanish like the multitude of “innovative symbolic crusades™ that have cmerged
over the past fifteen years. This was achicved without the writing of fedcral proposals,
without isolating special projects into the remote corncrs beyond the mainstream of
communications, and without scevere increased cost to taxpaycrs. Whilc it is not a docu-

mented model, it is a process or concept fully capable of replication in any university
setting which has schools ncar it.
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Enhéncing the Linkages Betwéen Society and Education in the
German Democratic Republic and Hungary

LUDOVIT BAKOS
Professor, Comenius University
Bratislava, Czechoslovakia

- The German Démocratic Requlic

The new education syllabus and its
place in the training of subject teachers

Within the general reform of teacher education in the German Democratic Re-
public, which is gradually being introduced on a planned basis in line with the organi-
zational and internal development of the school system, the education component is of
particular importance because of the importance of developing the teacher’s personality,
The chang?s have gradually been made, starting from the academic ycar 1969-1970, in
content znd methods of subject teacher training in the teacher training institutes, higher
teacher training schools and the tcacher training facultics of universitics representing
positive measures which arc in linc with the gencral reform of higher cducation and with
the ncw educational responsibilitics of the gencral polytechnical schoolsand the special
schools. Under the latest reform. (1969) the syllabuses for tcachers of the general and
polytechnical schools include:

Principles of Marxism-Leninism Special subject (major subsidiary)
Edacation, psychology and teaching mcthods Sports

Intyoduction to logic and the theory of science of introduction to cybernetics and
the theory of information

Further general cducation (compulsory advanced Russian, optional second
forcign language, cultural and artistic cducation) :

Training of subject tcachers is divided into two phases: basic and spccialized.
During -the basic phasc, covering the first two ycars, the accent is on basic courses in
cducation. psychology, the two spccial subjects and the principles of Marxism-Leninism.
During the sccond phasc, in the third and fourth ycars, students have the chance to
specialize further within the framework of various optional and compulsory subjccts; a

. great deal of attention is given to independent rescarch and the practical use of the

knowledge acquired. Students specialize in two subjects, the range of subjects being
strictly lai¢ Jown by the Ministry of Education. Considcrably morc hours arc spent on
the major subject during the second part of the training than on the subsidiary subject.
Th= special four-week practice period at the end of the.sixth semester also helps students
get to the heart of thesr special subjects. The latest teacher training reform also brought
into the syllabus an introduction to cybernctics and the thecory of information, or
alternatively, an introduction to logic and the theory of science, which is in accord with
the dircctives of the third reform of higher cducation, oy virtue of which these scientific
disciplines were included in the curricula of all higher education cstablishmen ts. Under
the present reform, the most important objcctive in the education component is to weld
the various parts into a single system, wecil adapted to the growing demands made on
teacher training, in order to achicve a greater degree of unity between theory and
practice.

Among the most important measures in relation to the cducation component is the
introduction of a coursc in the principles of cducation and psychology in the first ycar
{two hours a week for each of the two scmesters). The syllabus of the basic course was
prepared jointly by cducationists, psychologists and experts on teaching methods.
Among thc main topics of lecturcs and scminars on the basic course arc the following:
the growing importance of cducational thcory and psychology in a developing socialist
socicty; the educational process; the dialectic of social development; cducation and
upbrirging; the all-round devclopment of the socialist personality ; psychological develop-
ment and the psychological processes and characteristics of the individual; the content of
education and the further development of civic cducation in the German Democratic
Republic; administration of the socialist education system; and main areas of psy chologi-

cal and cducational research.
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Introduction of the principle of
“scientific-productive training’ in teacher education

The principle of “scientific-productive training,” which, by the decree of the State
" Council of the German Democratic Republic, of 3rd April, 1969, is, since the academic
year 1969-1970. being systematically introduced into the curricula and methods of
theoretical and practical training in all higher cducation cstablishments and is of out-
standing imponiance for .the training of teachers. The underlying idea behind it is the
combination of a socialist cducation with modern scientific training, and at the same -
time, the combination of theoretical imistruction with practical training. In the first place
this mecans that students acqiire, through modern mcthods of instruction. the most
up-to-date scientific knowledge and methods of indcpendent research, whlch they couple
with practical work and a varicty of practical activitics.

There arc three distinct aspects of scientific-productive training, dmlccuwlly related
to onc another: prescriptive, reproductive and productive. The most advanced, complex
and highly skilled of them is the productive aspect, but this in no way impiics that the
prescriptive or reproductive sides are to be underestimated; they too have their part to
play. cspecially in the first two ycars, during the so-called basic training. I'rom a non-
indcpendent, ircational and uncritical acceptance and accumulation of knowledge to an
independcnt. rational and critical absorption of it and then to reproductive and especial-
ly productive activity is a long process. The target can, however, be rcached through ) ‘
consistcnt application ot the principle of scientific-productive training. ] : . J

Taking the cxample of history studics at the lligher Teacher Training School in | : |
Potsdam, we shall show how the principle is applied. Scientific-productive training in
history would requirc the students to study, for example. a particular ficld or a particu-
Iar.problem on the btasis of source materials which have hitherto been incorrectly or
incompletely used. The subject matter may be, for instanee, the life of some individual
or the history of a schoul, factory, region. district, or organization, a certain historical
cvent or a particular period of national history. and so on, Work on regional and national
history can be very cffectively used for the purposes of propaganda. Student partici-
pation in rescarch, which is of exceptional cducational importancg, can consist, for
example, of making critical analyscs of history textbooks or other works of bourgeois
historiography. Further work involves applicd rescarch. It includes work of a methodo-
logical kind: development of new approaches to the subject and preparation of programs
for textbooks and manuals, in which students can work in cooperation with their
lecturers. This catcgory may also include the preparation of teaching materials, such as
visual aids, tables, cxcursion plans, and so on. Before the above mentioned forms of
scientific-productive training can be uscd., extensive research projects and rescarch groups
must be organized, in which the students themselves take part, Efforts are being made to
form interdisciplinary groups made up, for instance, of historians, philosophers, ccono-
mists, lecturers in scientific communism, and so on.

. The role of practical social and educational work
in preparing teachers for their educational responsibilities

The new approach to practical social and cducational work in teacher cducation in
the German Democratic Republic, as it was introduced together with the new curricula
in the 1969-1970 academic ycar, has scveral particular aspects which have not been
worked out with the same thoroughness in other countrics. There is good coordination
between the various types of social and cducational practice. They arc also organically
combined with theorctical cducational and psychological training, so that as they
perform the various elements of practical social and educational work, the students can N
rcly upen the knowledge they have picked up during their studics.

In the training of tcachers for the primary grades of the gencral poly technical
school, which is given in tcacher training institutes, cducational practice is spread out
cvenly over all four years of the course. 1t begins with threec weeks of practice in the
third semester after the groundwork in cducation theory and psychology has been laid.

For onc weck during the fourth scmester students practice in a nursery school. At the
cnd of the semester there is a compulsory summer practice period, lasting three wecks, at
Pioncer camps, during which students gain fresh experience as a follow-up to their
systematic work in Pioncer organizations throughout the academic year. This is followed in
Q . » the fifth semester by four weeks of practice in the first grade. The main school practice
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oceurs in the seventh term and lasts for 15 “veeks. During this time traincesattend and
give lessons in all the first three grades, supervisz out-of-schoel activitics and also get t
know somcthing of parcnt-teacher contacts. In this scmester the teaching of education
and psychology takes the form of advice on specific problems arising nat of the schonl
practice itself. The young tcacher teaches 26 hours a week under the supeyvision of an
cxperienced senior member of the teaching staff who takes this work on without special
remuncration. When the young ieacher has completed two years of satisfactory work he
is cstablished in his post by the school-authoritics without having to go through any
further cxaminations.

The specific tasks the students arc given dunm. their practice provide a valuzble
criterion for determining the level they have reached in educational theory, psychology
and their special subjects. The instructions about school practice are identical for all
higher cducational establishments which train tcachers of individual subjects. The experi-
ence acquired in-the first two ycars since the introduction of the new cducation and
psychology syllubuscs, and of the new approach to practical social and educational work.
has been positive. The fact that practical social and cducational work is spread over the

" whole of the training course also has -a favorable effcct on relationships between

lecturers in the departments of cducation and psychology and the studcnts,

Hungary

A new view of school practice and
social work in the training of women pre-primary teachers

Training of women prc-pnmary teachers lasts two years for students with complete
secondary cducation. The syllabus for such trining was approved by the Ministry of
LEducation in 1970, Besides training in the. thecory of psychology and cducation, great
importance is attached to_practical work, which falls into two catcgorics, social or
socially uscful work, and lcachmp, practice. Social or sucially uscful work is compulsory

for students from the third semester on, 1t covers a two \chk pcnod and has the

following objcctives:

(@) on-the-spot familiarization of students with the lifc and work of workers and
pcasants, with their daily rommc political opinions, social and culiural lifc,
and with their aspirations;

(b) awareness of the org.mlz.mon of industrial and agricultural cnterprises:

(c) dircct pasticipation . in productive. work, familiarity with which provides
students with a better understanding of its significance in the creation of social
valucs; and

(d) dcvclopment of positive ideas, through contact with workers and impressions
acquircd through sharing their work, about physical and
intellectual work and their interrclationship.

During the period of practical training, they spend 4-6 hours cach day in physical work,
and at the same time carry out their own investigations into such matters as the cultural
life of the workers or other subjects assigned to them in advance and chosen in ac-
cordance with their place of work. The content of this practical training is closely related
io the work that these teacher trainces will perform in nursery schools, and provides
them with an carly opportunity of familiarizing themsclves with the milicu in which
their future pupils will grow up, as well as with the educational and cultural interests of
young peoplc from rural or industrial cnvironments. The material acquired during the
two-weck period of practical work is analyzed and prepared for prescntation in the
faculty as a scminar project at the end of the third semester.

Teaching practice occupics an important place in the training of pre-primary
tcachers. and begins carly. during the second semcester of the first ycar. The students
work without intcrruption for six wecks in selected nursery schools where experienced
teachers dircct their work. The students® activity is supervised both by the teachers of
the establishment in which they arc being truined and by staff members of the schools 10
which they arce attached. The students must assemble detailed documentation concerning
their activitics,

Entrance examinations for establishments lrammg
teachers for basic schools
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The teacher training establishinents of the lungarian People’s Republic devote
considerable attention to the subject ot entrance examinations. Interest in teachingasa
catese is increasing yearly, as more and mote students graduate from secondary edu-
cation. The introduction of higher-level training for teachers of grades 1-4 of the basic
school has made it possible to pay more attention to the qualitative aspect in the choice
of candidates, and to improve the trining provided. Entrance cxaminations are
becoming increasingly more exacting.

At present, the entrance examination for prospective teachers of grades 1-4 consists
of a general ¢xamination and a special examination to test the candidates® talents. The
gencral examination covers native language (cssay) and llungarian grammoar, literature
and history. Admission to the gencral cxamination depends on success in a special test in
music, art and physical cducation. The general examination also includes an oral
component in which the candidate must show that he is proficient in the modern literary
language up to secondary school level and that he is familiar with Hungarian classical
literature {sclected authors) and with contemporary Hungarian poctry. lle has also to
analyze onc modern Hungarian play and onc modcrn llungarian prose work, together
with at least onc work of foreign litcrature. In addition to language and literature, the
gencral entrance examination also covers particular aspects of biology and mathematics.
Teaching staff of the training institutes maintain that the demands of the cumeet
entrance examination are excessive, particularly in the humanitics. A new system of
entrance examinations is being prepared on the basis of acquired experience, with more
clearly detined criteria, and the introduction of a points system.

Prospective teachers tor grades 5-8 of the compulsory basic school arc trained in the
hip,hcr institutions ot teacher education in two special subjcch Entrance cxaminations
are in two parts, comprising written and oral examinations in cach of the special sub-
jects. A maximum of 10 points is »warded for cach subject, which is added to the points
(maximum 10) awarded to candidates on leaving sccondary school, assessed on the basis
of the average performance over a period of four years in the two subjects in which the
candidate intends to specialize. In the Hungarian People’s Republic, as in other coun-
trics, there is a much greater interest in the humanities than in the natural sciences,
and for this reason a candidate desiring to specialize in the former is unlikely 1o gain
admission with less than 16 points, while a pass mark for the natural scncnce; (vrtk
the exception of biology ) is gencrally only 13 points.

In the Hungarian Pcople’s Republic, the number of candidatces for tcaching is four
times that laid down in the target figures. Morcover, the number of young women
involved is steadily increasing, .md accounts for 70-75 per cent of the sludcms admitted
to teacher training.

Content and nature of school practice and
social work in teacher training faculties

Ar important clemenut of the training provided in tcacher training facultics is the
practical educational work carricd out by students in closc association with their theo-
retical studics. The person chicfly responsible for school practice is the senior methodo-
logist, who is a staff member of the department of cducation. tlis main task is to
omanize “his work, to dircct the work of the methodologists from the special subject
departments and to exercise general supervision. He prepares the annual school practice
plan which is submittcd for approval to the head of the department of cducation. The
senior mcthodologist keeps a systematic record of the progress of practical work, and
makes a weekly check on the activitics of the departmental methodologists and the
teachers of the demonstration school. After pisor consultation with the head of the
department of cducation, he takes dircct charge of the methodologists of the special
subjcct departments.

Duriug the sixth semester, groups of students begin to spend six hours cach week
(three hours for cach subject) attending demonstration lessons. The demonstration
school tcacher conducts these lessons, which arc then analyzed under the dircction of a
mcthodologist in the special subject concerned from the faculty. During the seventh
seenester, attendance at lessons occupics cight hours cach week (four hours for cuch
subject) in a similar manner. In addition to group attendance at lessons, the students
dusing the sixth and scventh semesters attend lessons individually, during an uninter-
ru.” 4 period of onc wecek at the demonstration school attached to the cstablishment of
teachcr cducation,

Durmg attendance at lessons which, as we have pointed out, may be in groups or
individually. students have certain clearly defined tasks. Group attendance forms part of
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a seminar program in the corresponding cducational and psychological disciplines.
Attendance at lessons is prepared in advance by means of theorctical studics, and the
instructor responsible outlines the tasks which the students must perform, The students
must comparc the progress of the lessons with pre-determined criteria and write a report
of their observation; where necessary, help the teacher in his work; assist the teacher in
keeping order during the break;: and at the cnd of the lesson, assist the teacher in
supcrvising the d~=arturc of the pupils by accompanying them to the gates of the school,
or to the transport which will take them home. The general description and analysis of a
lesson begins with the basic question: **Did the lesson achicve the desired educational
goals?™ lts content, structurc and organization arc analyzed, with particular reference to
the methods and cducational principles involved. The personality of the teacher or
studcents responsible fe.r the lesson is also assessed,

School practice begins in the third semiester with attendance at lessons for six hours
cach week. Groups of 10-12 students obscrve lessons conducted by the teachers of the
demonstration school, moving progressively from onc primary class to another,
During the fourth semester, still in groups of 10-12, the students spend cight hours cach
week in this way, and begin their own tcaching practice in their own language and
national history. During the fifth semester they spend cight hours per week teaching
other subjects and during the sixth semester they spend four weeks in full-time teaching
practicc. At the conclusion of his training, the student must give a lesson in the presence
of a board of cxamincrs, compriscd of the mcthodologist of the subject concerned, the
hecad of the subject department, the head of the departmient of cducation, the principal
of the demonstration school and the teacher supervising the practical work.

Practical work in out-of-class cducation hegins after the second semester with a
training coursc for leaders of the “'Sparks™ (junior branch of Pioncers) organization
which lasts 6-10 wecks. During the third and fourth semesters the students carry out
regular work in Pioncer centers and youth clubs for a period of onc hour per week. In
addition, they carry out two weeks' uninterrupted work in Pioncer camps. During the
third semester, the students also do full-time school practice in the first grade of a rural
school. They do similar practical work at the beginning of the fifth semester, thus
acquainting themselves with all the preparatory work connected with the beginning of a
new school year in all four grades of the primary school. During the fifth and sixth
semesters, they spend a total of 10 hours in extended day schools. Students do uninter-
rupted out-of-school work for six hours cach week during the sixth semester, as Pioncer
leaders of lcaders of interest groups. The theoretical preparation for this activity is done
in seminars, where they master the content, methods and forms of out-uf-school work
with primary and secondary school pupils. In addition, a new form of practical work has
recently been introduced in the universities, with the organization of “*summer practical
work" for third-year students. The aim of this training is to familiarize them with the lifc
of young pcople in their summer camps, and with the problems involved. The students
work in camps which arc basically different from the ordinary Pioncer camps, and gain
cxperience in their organization. An integral part of this practical training is the five-day
course of lecturcs and practical work organized before the beginning of the third year of
studics. Before the beginning of the fourth year, the stude. .- arc also obliged to spend
two weeks of the summer vacation working cither in Pioncer camps or in the summer
camps of the Young Communist League.

Teaching practice begins during the second ycar. In the fourth semester, students
carry out practical work in psychology. undcr the direction of a tcacher from the
department of psychology. A total of f(iftcen hours, divided into three periods, is spent
on this practical work in clinical psychoioey. During the third year students do a total of
20 hours of practical work in clinical psychology. During the third year, students do a
total of 20 hours of practical work in pedagogics and during the fourth ycar they doa
total of 10 hours of practical work in their special subjects. Full-time school practice
begins during the ninth semester, lasts threc months and is carricd out at the demon-
stration school, where the students must attend at least 12 lessons per weck. Full-time
teaching practice lasts from | February to 5 May during the tenth semester, when
students must spend from 18-22 hours conducting lessons in each subject. Part of this
practical work period, gencrally onc month, must be spent in a rural sccondary school.

The ncw approach to school practice in the teacher training facultics of the uni-
versitics has been carcfully thought out. Neverthcless, specialists have pointed out certain
unsatisfactory featurcs of this system. They belicve that it is too carly to begin practical
work during the sccond year of studics, claiming in particular that the students are not
yet sufficiently familiar with the psychological disciplines, which arc the subject of
examinations only in later semesters.
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TEACHER EDUCATION CENTER: COOPERATION,
CHALLENGE, AND COMMITMENT-
THE WEST VIRGINIA MITEC MODEL

KATHRYN MADDOX

MITEC Director

Charleston, West Virginia, U.S.A.

A center model of teacher cducation may be designed by any group or any country
which has the nced for greater cooperation betweeo school systems and institutions of
higher lcarning in matters of teacher cducation. The West Virginia Kanawha Valley
Multi-Institutional Teacher Education Center (MITEC), which is based on the
philosophy of shared sovercignty, will be described in this paper. It is projected that you
may be ablc to implement many of the ideas and cooperative programs MITEC has
devcloped into a center model based on your needs. The term, “‘center,” as used in this
model, is a concept rather than just a physical place. It facilitates a cooperative teacher
cducation program which includes both preservice and continuous inservice programs for
students of tecaching as well as clinical supervising tcachers. Maximum coopcration is
achicved as statc departments of cducation, school/county districts, professions,
communilics, and instimtions of higher education strive to foster innovation and
ereativity in edncation and to improve teacher training and renewal education.

Kanawha Valley MITEC is composed of six diversc West Virginia tcacher cducation
institutions, four out-of-statc associatc universitics, two school systems serving 58,079
children, the West Virginia State Department of Education, the professional organiza-
tions, and the community. A graphic description of the organizational structure is shown
in Nlustration 1. MITEC is cooperatively financed by the State Department of Educa-
tion, the colleges and universitics, and the two school systems. The governing body of
MITEC is a Board of Dircctors which operates in a quasi-independent capacity having
representatives from each participating agent as voting, dccision-making members. They
meet once a month to cstablish guidclines and set policy for MITEC. Hlustration 2 shows
the structure of the Board.

How can we best achicve thz goal of improved cducation throvgh cooperative
cndeavor? MITEC"s response is a tcacher cducation modcl which offers the following
ingredients:

1.0 Strong statc department of cducation leadership and dircction. The state de-

partment of cducation will:

1.1 Establish state standards and guidelines for tcacher cducation including
cooperative centers. These guidclines should allow for a differentiated
certification frr clinical supervising tcachers at various levels. This would
be attainable by academic training as well as by performance-basced
standards.

Encourage innovative and creative teacher cducation programs.

Link all faccts of tcacher cducation (special cducation. carly childhood,

vocational cducation, ctc.).

Assumc a lcadcership role in linking all agencics. federally funded as well

as state and local projects, into a nctwork to share consultants, protocol

matcrials, programs, idcas, and media.

2.0 Cooperative arrangements and commitments of public schools and colleges as
cqual partners in tcacher cducation. MITEC will:

2.1 lImplement a ficld-centered program utilizing school and community
based cxpericnces.

2.2 Plan, design, and implement cxpericnce modules for students of teaching
on site by school-bascd tcacher cducators, university representatives, and
student representatives.

2.3 Identify supportive, open, flexible schools as *Learning Laboratory
Centers™ for continuous progress of studcents, students of tcaching, aidcs,
and tcachers of teachers.

2.4 Tocus on a tcam tcaching approach in the Leaming Laboratory Centers,
cmphasizing differentiated staffing and flexibility where cveryonce is a
learner.

3.0 A rcexamination of teacher cducation programs by colleges and universitics in
which they identify new roles and responsibilities in the center concept.

Colleges and universitics will:

» we
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Act as consultants and counsclors in the Leaming Laboratory Centers.
Change their focus from supcrvisor to provider of inservice and con-
tinuous cducation programs at the public school level as well as the
college level.

4.0 Linkages with the professions, the community, regional luboratorics, Teacher
Corps, Triple T (Training the Teachers of Teachers), Job Corps, Carcer
Opportunitics Programs, cxperimental schools, othier siates and nations.
MITEC will:

4.1 Utilize resource people from all agents and from the community in
planning a cooperative center and as the program is implemented, use
them as consultants in inscrvice programs.

4.2 lave a varicty of optional cxpericnce modules at different gradce levels, in
different school districts, and with other cultures giving the student of
tcaching a broader basc for understanding himself and thosc he teaches.

5.0 Teachers and total staff retraining and inservicing to improve competencics in
teaching and to work in ncw roles and new staffing patterns. MITEC will:

5.1 Encourage continuous staff development and renewing programs.

5.2 Utilize facilitics of colleges and community in inscrvice training, but let
the total staff of the school identify arcas of need and develop programs
and matcrials for inservice programs.

5.3 Providc a resource center in cach Learning Laboratory School where
sclf-instructional matcrials arc housed, media cquipment and library
facilitics arc madc available, where rescarch may be conducted, and
training matcrials may be developed. .

5.4 Encourage flexibility in the use of time and the usc of staff.

ww
B

Emerging Roles in Teacher Education

During the first three ycars of the Kanawha Valley MITEC operation, a center
Dircctor was hired by the Board of Dircctors to implement the program. The success of
the cooperative center is dependent on the ability of this person to be a multi-faceted
individual. He is onc who can cultivate people from all arcas of the community, the
schools, and the collcges to pool their talents and resources in the ceoperative effort to
improve tcacher cducation. Specific dutics of the Dircctor include the following: (1)
place 500 students of teaching from all cooperative institutions (climinating co mpetition
and cmphasizing the sclection of outstanding schools as centers); (2) design cooperative
inservice programs for students of tcaching and building staff utilizing the human and
physical facilitics of colleges, schools, the state department, and community ; (3) arrange
and cncourage inter- and intra-school observation and participation; (4) schedule
optional modules of cxpericnce in other school districts and other states; (5) link all
community and rcgional projects to the teacher cducation program; and (6) disseminate
national tcacher cducation materials and training and protocol matcrials dcvcloped
through MITEC to schools designated as Learning Laboratory Centers.

As MITEC grew and the program cxpanded to include pre-student teaching
cxpericnces, student teaching, and continuing education, the necd for additional MITEC
staff also grew. In 1971 a Special Projects Coordinator is responsible for identifying and
arranging a varicty of community and school-bascd cnrichment cxperience modules for
students of tcaching. Students of tcaching may select cenrichment cxpericnce from
fourteen options based on their preference and need.

MITEC sces schools of the future and cducation of the future not confined within
the walls of the schools or cven in schools without walls; cducation is seen as a life-long,
world-minded process with many roads and many choices available. Three cycles of
capstonc expericnces for students of teaching arc developed in Hlustration 3. Prior to
this capstonc cxpericnce, the student of teaching will have had many previous laboratory
and community modules in ecarly college ycars. These may vary among the six
participating colleges according to their individual philosophics.

Other MITEC staff members added during 1971 arc a Prestudent Teaching
Coordinator, who identifies in behavioral terms graduated levels of laboratory
cxpericnees for collcge sophomores and juniors, and a Research and Development (R &
D) Coordinator. As MITEC continues to grow, it sces accountability as the vehicle
through which dircction, expansion, and nceds assessment will take place.

| &~
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Inservice and Renewal Programs

MITEC offers a varicty of inservice activitics for supervising teachers to enhance
their professional growth and 1o improve their teaching competencics. Examples of some
of these will be bricfly described. Arca meetings arc jointly sponsorcd by MITIEC's

' colleges and universities and school systcms. The themes are identified by school-based .
teacher cducators according to their necds. such as a **Conference Which Stimulates
\ Scif-Evaluation,” A Critical Sclf-Analysis of my Tcaching.” and a “llumanistic
' Approach to the Teaching and Learning Process.” Luncheon workshops are sponsored
cach semester by MITEC 1o give special recognition to clinical supervising teachers.
. Other special guests include legidators, community representatives, state department and
. college representatives. Special graduate courses have been cooperatively designed by
MITEC universitics at the request of supervising teachers, based on their needs related to
A working with students of teaching. Graduate courses are offered on site at centrally
" located school centers, and arc taught by tcams of professors representing severa! of the

institutions of MITEC. :

Learning Laboratory Centers

There has emerged over the years a growing concern by all MITEC participants that |
a more meaningful and betta cypericnce in the preparation for teaching and teacher ‘
renewal could occur if spe.iai schools were designated as Learning Laboratory Centers.
n these innovative school centers, a full range of professional and non-professional
Frople engage in the pursuit of knowledge about how schools ought to operate. There is
no predisposition 1o do tirings as they have always been done. This is replaced by a
conviction that the way to operate a school is to put learning as the central focus of all
acuvity and all persons who become involved in the program arc first and foremost,
learnners. In such an experimental school sctting, a great many trainces can be admitted
to the program. They team up with regular staff members so that the students who are
sophcmores, juniors, or seniors in college can learn from experienced teachers in actual
classrcom situations. Dean Robert Schacfer has described this kind of school as “an
institution characterized by a pervasive scarch for meaning and rationality in its work.
Fundamentally, such a school requires that teachers be freed to inquire into the nature
of what and how they are teaching.”! MITEC will have fourteen Learning Laboratory
Centers in opceration in the fall of 1972. The Centers are available for a varicty of
community and extra school uscs. Such use includes recreation programs, community
library services. cultural activitics, programs of remediation and enrichment in all instruc-
tional arcas for all age groups. including adults.

Community aides, collcge aides, clinical professors, and students of tcaching con-
tribute to the differentiated staffing patterns of the Centers. Teacher Education Re-
source Centers are integral parts of the Leaming Labosatories and arc housed in specific
arcas. The Rcsource Center contains films, filmstrips. games, books, pamphlets, and
simulation materials on teacher cducation. Special viewing centers and a studio for videco
taping and micra teaching facilitics are a part of each Center. This arrangement provides
a laboratory sctiing for the study of teaching. Preservice and inservice become one in a
continuous cduc.tional sctting where associate tcams work together to analyze and
explore ways of teaching/lcaming which cvoke cxcitement and interest in a creative
atmosphere.

In cach of MITEC's fourtcen Leaming Laboratory Centers. a Coordinator is jointly
identified by the uaiversitics and the school centers. This newly created position of

- school-based Teacher Education Coordinator links institutions of higher learning cven
more closely with the school systems. The Coordinator would first and foremost remain
a teacher. tic would not only teach children, but he would be willing to have his teaching
analyzed and cvaluated by his teaching peers as well as students of teaching. He would
have two student teachcrs (identificd as intern teachers) assigned to him each semester.
This would provide the opportunity for flexibility in his related assignment as Teacher
Education Coordinator. Ii is anticipated that approximately one half of his time would
be spent teaching and ore half coordinating all teacher education activitics. As the
principal and faculty may request special inservice programs at the school building, the
Coordinator may assist in tl-ese programs. He first would work with the county mservice
director and would also work closcly with the colleges to draw upon their resources and
staff in the inservice programs. The Coordinator would also conduct seminars with

o interns and students of teaching in the Learning Laboratory Center.
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Autonomy and Parity

Each MITEC college and university is cncouraged to maintain its unique autonomy
and to ‘crcate its own innovative programs within the center structure. Just as cach
student is expected to utilize his own particular individual talents and abilitics, MITEC
cxpects cach member institution to utilize its resources and assets when pledging what it
will contribute to MITEC.

Onc cxample of sharing with other institutions is West Virginia State Collegs which,
assisted by AACTE and the University of Pittsburgh, initiated our inncr-city expericnce
in Pittsburgh, Pennsylvania. As the program took shape, the MITEC Board of Dircctors
was kept informed and invited to participate. Before the first year of eperation ended. a
student from another university had gone to the inncrcity to do a portion of this
student teaching. Now. MITEC offers this option to students, along with others in

" Mexico, Canada, and other states. Another example of autonomy and parity within

MITEC is that of Marshall University. Marshall initiated the concept of the clinical
professor, a joint appointment college and school-based position within MITEC. These
clinical professors were placed in three school centers. After 3 one year experimental
program, other colleges of MITEC were most enthusiastic about the results of on-ite
inservice education and the positive change in teacher and student teacher attitudes in
the three centers. Consequently, MITEC is cooperatively identifying fourteen centers
and coordinators for the 1972-73 ycar. An intensive summer training program will be
vooperatively planncd and offered for the fourteen coordinators by participating
members of MITEC.

Some of the common threads of the cooperative center are: (1) all colleges and
universities of MITEC agree to have students of teaching take part in a onc week
preschool oricntation program sponsored by MITEC: (2) the Board of Dircctors
cooperatively devclops common cvaluation forms for students of teaching; (3) the Board
agrees that all colleges will use the same recognition and honorariums for clinical super-
vising teachers; (4) teacher cducation matcrials and media are cooperatively shared and
developed by the participating institutions: and (5) tcam teaching and team sharing of
graduate and undergraduate methods classes as well as inservice programs will be
caoperatively offered by participating colleges.

Projection

The State Department of Education. in West Virginia has assumed a strong leader-
ship role in supporting and cncouraging the center concept. Statc standards and policics
have been adopted and guidclines cstablished for the organization of cooperative centers
to improve tcacher cducation and promotc continuous education. In 1971 the West
Virginia Legislature became convineed that a cooperative approach 1o teacher education
would bencfit the entire state. They had scen the results of the pioncering efforts of
MITEC and were anxious 1o implement centers throughout West Virginia. One hundred
thousand dollars werc appropriatcd on a yearly basis to develop six cuopcrative centers
which would serve the state. Each of West Virginia's seventeen teacher education colleges
is now a member of onc or morc of these centers.

For a more detailed description of the Kanawha Valley Multi-Institutional Teacher
FEducation Center model tMITEC), the reader may refer to: In West Virginez, It Is
l&'nrking.2
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INSERVICE TEACHER EDUCATION

Some Issues In Inservice Teacher Education

DAVID JOHNSTON

Adviser to Teachers, Institute of Education
University of I.ondon

London, United Kingdom

There is very little innovation in the idca of inservice teacher education because it
has been going on for a very long time. Yet. the challenge of it remains as one of the
universal problems that confronts the teaching profession and those of us engaged in
teacher education. 1 am not going to rchearse the current reasons for ecmphasizing
inservice teacher education. nor am | going to argue the present importance of it. You
have alrcady demonstrated it. in part, for any conference or publication of ICET is of
itse!f a bit of inservice cducation. There was a time. relatively recently. in most
countrics. when people were paying lip service to the idea of the continued cducation of
teachers, but were not providing the facilitics. finance, or personnel to cnable it to be
cffeciive. Why do we have to wait for somceonce like Lord James or others to tell us this is
the most important thing there is? We all know it is so, and we would in fact be
implerenting these idcas long ago if we only had the opportunity to do so.

Who arc the providers of inservice facilitics now? lHow do their facilitics vary? What
are their intentions when they make inservice provisions for teachers? Does the provision
of inservice facilitics by all universities arise from the emergence of education itsclf as a
separate {icld of study? What about the Colleges of Education? The Council of Europe
stated that it is imperative that every institution engaged in initial tcacher education
should conmit itself to inservice cducation as wells that there is a challenge to anyonc
conducting a course of preservice preparation for the profession to also make provision
for inservice facilitics. So the Colleges are doing it in different v-ays in different parts of
the world today. Employers do it. Employers have a long tidition of doing it in
London. In 1872, Thomas Huxley, the great biologist himself « onducted courses for
teachers as an employer of teachers of the new biology. But or2 of the questions we
must ask is whether employers are the best persons to provide ourses for employces?
They may twist the direction in which education services take in order to provide the
kinds of facilities that are nceded in their villages. in their rural backgrounds. in their
industrial devclopment. and so on. And what | am saying about employcrs may in some
countries be the central authority, and in other countrics may be a local authority of
teachers. It is a very puzzling question as to how far this shall in fact be a perogative of
employers. Then cqually, a most important role is filled by the profession itself. The
profession and prefessional bodies have for more than a century been providing in
different parts of the world inservice educational opportunities for their members. There
arc bodics in England, for cxample, such as the Fdacational Gevelopment Association,
which last year ran some 80 inservice courses for teachers on an entirely voluntary basis.
And this body was formed in 1888. Forty ycars earlier, in a slightly different milicu. the
College of Preceptors, a curious Victorian name. was created with a royal charter in
order to provide facilitics for the inservice education of tcachers. So the profession has a
long and sustaincd tradition of scrvice to itself. particularly through specialist organi-
zations such as teachers of classics, teachers of matheraatics, and teachers of scicnces.

One of the problems presented by this variety of bodies involved in inscrvice
education is the coordination of it. Some of us believe that we ought to be moving in the
direction of coordination of inservice facilities by the profession itsclf. 1t would not be
enough to leave it to any one of the providers to coordinate. In this country at the
moment we think that coordination should be vested in the universities and in the arca
training organizations as they are sct up now because these contain a federal relationship
of universities, cmployers of teachers, local authoritics and teachers. And they represent
neutral yet interesicd groups of people who could coordinate the activities of all.
although this is somctimes disputed. One of the major disputes scems to arise from the
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desire on the pant of employers of teachers 1o control and coordinate the inscrvice
provision. This is a very real problem that has to be resolved, before we get into the next
centiry anyway,

Another problem that is very difficult to come to any conclusion about and hasa
varicty of different national solutions is whether or not inservice cducation should be
compulsory or voluntary. Onc could seck a sofution like that in Sweden or Czechoslo-
vakia where it is possible to produce a contractual relationship, or onc might cven have
something like the United States solution in which a contract is not spread throughout
twelve months of the year so onc has sparc time to use in relation to negotiating
conditions, cither from compulsion, obligation or for voluntary participation. However
one looks at it, onc has to reflect that any development that takes place must be related
to the preponderance of small schools in the world. In large cities like Chicago, New
York. London and Moscow. there arc large schools. But throughout the whole of the
world, there arc many more small schools. There is no school, for example, in onc British
county that has morc than two teachers. Onc has to look seriously at the problem of
what happens if you cut in half the normal teaching strength by making an obligation of
inscrvice education.

Then, the other question related to this involves the point in the teacher’s service
which should be considered as the optimum period. If onc docs a process of calculation
like the Jamcs Committee and arrives at an answer of one term in so many years. when
should it fall? When should it be done in the best interest of the teachersand in the best
interest of the children? And how long should the unit of inscrvice education be? And if
vou know what the total period should be in a professional career. how frequently
should the units occur? In the Sovict Union, once every five years, one day a week, is
spent in inscrvice training by all teachers, Or so you belicve until you actually talk to
some teachers who describe how they have been able to dodge the issuc and not do any
at all. Pcople in other countrics where it is entircly voluntary have never done any. llow
frequently and how should it be rewarded? Remember that | did say that § thought
coordination might best be vested in the profession. Is the profession able to sustain the
operation of devising a credit allocation for participation in inservice education? Could
your profession in your country do it? This is onc of the fundamental questions about
inservice education.

Another problem that occurs and is related directly to the previous points is that if
onc does procecd to produce a contractual relationship. then there are two ways of
looking at a contract. The way that has been discussed so far is from the point of view of
the 1cacher. What about the point of view of the employers? If it becomes enforceable
on the teacher. it is cqually enforccable on the employer of teachers, whether it isa
national authority in some of your countrics, or the local authority as in this country.
And if it becomes enforceable. what is the effect of having recurrent inscrvice oppor-
tunitics available for all teachers on the total teaching personncl available in the society
and on the remuncration of the total teaching personnel? If onc has a sabbatical, literally
a seventh, then onc has to add to the total pool of tcachers the number of teachers
necessary to sustain this and to sustain them in their inservice education. This is
obviously an added cost to the total cost of education and possibly a diminution at any
moment of the salary of all tcachers. We have got to do some quite hard thinking about
the cconomics of the question. Especially when we discover that some inscrvice
activitics, for example, arc designed both by the people who provide them and by the
authoritics that sccond their employees to them (second them on tull salary) as a means
of transfer from onc kind of cducation at onc level of remuncration to another kind of
cducation, another branch of scrvice. at another level of remineration. So it is a kind of
investment cxcrcise in which you get seconded. you get the credits, you complete the
course satisfactorily, and you never go back to the job which’you left. You become an
inspector of schools; you become a lecturer in a college of education; you cven become a
president, perhaps because the educated group of people who go to the next level arc. in
fact, preparing themselves for another kind of service, probably outside cducation
altogether. This must be scen as an important condition and argument rclated to
inservice education.

! am not going to go on to say that because much of inscrvice education is now
part-time, therc is no value in part-time study. 1 think therc is an immense value in
certain kinds of part-time study, but | think that we recally ought to make it quite clear
in our own minds that we no longer simply want teachers to give up their evenings and
their weckends to courses of study which arc going to lead them to be more cffective
teachers or more responsible members in the profession. We do not want them just to
give up their summer vacations for international conferences. but we want to see much
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morc provision of fildl-time or part-time day relief where it is possible to release teachers
in wide areas on lridays or Mondays or something of this sort. Industry has been
demonstrating the advantages. and we have been looking at them with our eyes closed.
of a pattern of conrses in which there is tull-time participation in work and then full-
time participation in study and then more full-time participation in work. In many
countrics there is a definition of what constitutes a school ycar. In the United Kingdom
it is 200 sessions or 40 weeks of five days a week. And this is a requirement for children
and teachers. If onc wanted to quite suddenly clectrify the situation here, onc might
persuade the authoritics to reduce the requirement from 200 sessions to 180 for children
and retain the additional 20 for teachers. Just think of the social revolution which this
would achieve in the teaching profession! There might be some resentment as well, but
one could contrive, | think. with the right appcal and approach and the right relationship
of teacher organizations, to securc with onc stroke of the pen a much greater possibility
of tcachers participating in full-timic inse-csice education. So the usc of the school ycar is
an essential feature of the notion of how a.:! when inscrvice cducation takes place.

What shall we do with initial preservice teasiter education, when inservice education
is accepted and cxpected? What about those ciowded and hurried courses in which
everything is tried out for all people for a period of three years or two years and. in some
cases, before students have reached the end of their sccondary cducation? If we have the
notion that we can actually guarantee that a large proportion of the teaching profession
will in the course of its life of service have recurrent access to inscrvice cducation, what
shall be dropped from initial education? Ht is rather like whom shall we save if our
balloon is starting to losc height and there are six of us in the cabin being carricd over
the mountains. You drop me out first because | am the heaviest one, but there are some
things that arc very heavy in initial cducation that you cannot afford to drop out. There
are some things that derive their real importance from the close relationship between
theory and practice. Not the theory as it is expounded by someone in the classroom in
the college of cducation and not the practice as artificially discovered in the relationship
of student to pupil and to school. but in the reat practice of service in the schools, where
snddenly a transmutation comes over the theoretical/practical relationship. 1 no longer
would like to sccure this as a change in initial cducation. but in fact it is often confined
to what happens subsequently. Some casement will come about in the initial courses.
There will be more room and time and space. There will be greater absorption of school
relationships and there may be a reduction of insistence on academic and professional
subjects. The eftect of this change in initial training may very well be seen in the
personnet in schools. We may nced to have, as has been suggested by Lord James. and is
in practice in many countrics. personnel other than those now in the schools to help in
this process. We may want to have a change of personnel in the colleges with a closer
interrclationship between schools and colleges just because of the development of
inservice cducation. We certainly have to look very carcfully at the allocation of time
spent in different branches of professional preparation. and we must study carcfully how
pressure is brought to bear and authoritative decisions are made.

Who should be the personnel engaged and identificd as being cngaged in inservice
education? Onc of the basic suspicions of the customer. the teacher. receiving inscrvice
cducation is that those who arc engaged in preservice education are less well qualiticed to
provide inservice cducation than almost anyonc clsc in education. This is a horrible
thing, but it comes up time and time again. The attitudes of lecturer to student arc not
modificd cnough when they become the attitudes of lecturer to teacher. There are many
lecturers in colleges of education and universitics who are quite excellent. but there
remains a rather odd hesitance. an unwillingness to accept the contribution of people
from colleges and universitics in inservice cducation. How can we overcome, how can we
disarm them? If we arc going to move into the arca of teacher centers, how arc we going
to cquip them? What facilitics should be provided within them in order to achicve a
target that we nay have not completely worked out for inservice cducation for teachers?
Think of the books, the audio visual aids, the am chairs, the carpeting. may | even say
the flowers and the decor. Teachers arc. of course, human beings and anything that is
just asort of “"mock-up™ of the rcal classroom in which they spend their time is probably
onc of the rcasons why alrcady not onc hundred per cent of our primary teachers and far
from one hundred per cent of our secondary teachers cngage in inservice cducation of
this kind.

In sum, inservice cducation is extremely important. particularly in the light of the
accclerating pace of development and change in the world and in cducational rescarch.
But the gencrally accepted agreement on the importance of this aspect of the profession
must not blind us to the hard questions and numcrous pitfalls inherent in the imple-
mentation of the whole complex matter of inservice teacher education.
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The Open University And Inservice Teacher Education*

GEORGE IFOWLER
Open University
Bletehley. Bucks
United Kingdom

A discussion of the in-scrvice education provided by the Open University requires
some explanation of the origins and objectives of the Open University. particularly in the
context of the development of higher education as a whole in the Unijted Ringdom. At
the end of the war. there was, of course, a great demand for higher cducation as a result
of persons returning from military service. But by 1953, the intake of all institutions of
higher cducation had falien to the lowest point since the end of the war. I'rom then on it
crept up steadily and by the carly sixties was running at some five per cent of the age
group. At that point. the Robbins committce was established to consider the futurc of
higher cducation and its report surprised the educational world by projeciing a rapid and
steady rise of demand until at feast the early 1970°s and then a further risc in demand
but not at the same rate as during the 1970's. Subsequently. even those projections were
shown to be at much too low a level and we now expect that demand for places will
reach twenty per cent of the age group by 1980. Against this background it should he
apparent that those of carlicr gencrations who went through the cducational system at a
time when fewer stayed in school due to fewer places available in higher education or for
other rcasons. could be thought to be dissdvantaged in comparison with the present
generation. And it was in this context that in 1963 Harold Wilson. then the Leader of
the Opposition, made a speech in which he outlined his proposal for a “*University of the
Air” which would provide for thosc of mature years. not of the normal student age. a
form of higher cducation based primarily on the usc of the mass media (radio and
television). The fact that he made this proposal at a conference of the Labour Party is
not without significance. because that speech concerned itself with the scientific and
technalogical revolution and part of his theme was that we could deal with the problems
created for us in terms of the supply of highly qualificd manpower by utilizing the tools
which scicntific and technological progress placed at our disposal. such as the mass
media. This remained the theme cven after the Labour Party came to power in 1966 and
the first White Paper on this subject was, in fact. calied “The University of The Air.”" It
was in the coursc of the dcliberations of a planning committee, set up to consider the
cstablishment of such a university. that the bias changed somewhat. Though the notion
began as a University of the Air. by the time the planning committce reported. it was
realized that though you could make use of the mass media in running such an
institution, it must in essence be a multi-media institution, using not only broadcasting
materials. but also a great deal of written material as well as integrating into the system
some clement of face-to-face contact.

By the autumn of 1969. the University had reccived its Charter and the first
academic and administrative staff were established at Walton Halt, the University campus
some 50 miles north of London. In January 1971, 24 000 students began 1o study
foundation (first Level) courses in arts, social sciences, mathematics or science as the
first step towards the attainment of their bachelors dcgree. It was anticipated that the
fall-out rate would be approximately 25 per cent:in fact it was 26 per cent, and some of
the fall-out was partial in the sense that some two-course students decided to drop onc
of their courscs. By May. 1971 final registration fees had been reccived from just over
19.000 students for a total of 21.700 courscs. In November. 1971 the first cxaminations
were held. Of the 19.000 registered students, 15.800 sat the cxaminations. and 92.5 per
cent of these were successful in gaining a credit. Over 1.600 students were awarded 1.0
credits. Thus, three out of four registered students successfully completed theis first
year’s study. Application for the 1972 foundation courses totalled just over 35.000, of
whom 20,500 were offcred places. When the application period closcd.on 19 Junc this
year. over 32,000 had applicd to study in 1973. Of these. 17.000 have been offered
places. With this new intake. the Open University’s student population will rise to over
40,000 by the beginning of next year. 1t has thus become. within three years. the largest
university in Britain.

*Edited version of Mr. Fowler's remarks as delivered at the World Assembly,
supplemented by information supplied by the Information Services Department of the

Open University.
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The University offers the Bachclor of Arts, with or withont honors, at the under-
graduate level. Six credits are required for the B.A. degree and cight for the B.A. with
honors. Students with certain qualifications obtained at other institutions may be
awarded up to three credit exemptions, and those awarded two or three exemptions take
only onc foundation level course. Thus, a teacher with three years™ full-time training may
in fact graduate after gaining only three OU credits. I°'oundation courses are ofiered in
the faculties of Arts, Social Sciences, Mathematics, and Science and Technology. Second.,
third and fourth level courses are provided in these facultics-and in a sixth faculty,
Educational Studics, which has no foundation level courses. I'rom the sccond level
onwards a number of courses are “inter-disciplinary:™ for example, the sccond level
course Biological Bases of Behavior was produced by a course team from the facultics of
Scicnce. Social Sciences and Technology.

The system cnables a student to choose widely from the different facultics. with a
minimwn of restrictions. or alternatively to take mnost of his courses in ¢ ¢ faculty. Each
course, which is produced by a course tcam of academic staff, BBC staff. and
cducalional technologists, is sclf-contained and leads to the award of a tull or a half.
credit. In the Science faculty there arc also onc-third and one-sixth credit courses. which
allows for cven greater flexibility. Any onc-third course may be combined with any
onc-sixth coursc to make up a half-credit: for example. at sccond level. Geology, a
third-credit course. can be combined with linvironment, a sixth-credit course. Students
may take np to two full-credit courses a year, or they may spread their studics over any
number of years, with intervals of any length between courses. A woman student. for
instance, may wish to postpone taking the next course until after the birth of her baby.
1t is 3 fundamental principle of the University that no formal cducational requircments
arc needed for admission. Students must be over 21 and resident in the United Kingdom.
Admission is determined primarily on a “first come, first served™ basis, but a quota
system opcrates s0 as to balance the intakes to cach course, from cach region, and
sometimes for cach occupational category.

The Instructional System

The Open University claims that its instructional system is unique: but what is the
system? The corc of the student’s learning resources is the correspondence material,
which he receives regularly through the post. There are 34 or 36 study “nnits™ in a
full-credit course, cach unit representing onc week's work, which is likely to take 3
minimum of 10 hour’s study. The correspondence parts of the units go out in the form
of attractively-produced printed volumes, cither bound separately or in groups,
depending on their length. A typical week's booklet of, say 48 pages contains a
considerable amount of cxposition, illustrated by diagrams, charts, and pictures where
necessary. To assist the student in assimilating the content, there are sclf-assessment
cxercises. There arc also assignments which are cither marked by a course tutor or are
cspecially designed to be assessed by computer, The marks attained in assignments are
recorded and the best are used as part of the (inal assessment of a student’s performance.
An cxamination is also held at the end of the year's course. In his correspondence
package the student may also reccive supplementary pages containing remedial or
cnrichment material and notes about the television and radio programs. At the beginning
of their courses, science and technology students are sent home experiment Kits

containing, for cxample, chemicals, glassware, instruments and items of cquipment -

cspecially designed or developed for the University. Examples of these are the McArthur
microscope (which has won two design awards this year), a colorimeter, a tachistoscope,
a **noisc meter,” a binary computing device, and a cathode ray oscilloscope.

Television and radio arc. of course, important clements in the learning process,
though in terms of the average student’s time spent studying per week they represent
together only a small proportion, about 10 per cent. Essentially. the television and radio
programs supplement the written part of the courses. The degree of integration between
the printed matier and the broadcasts varics considerably from course to course. In the
scicnce foundation course it is very close: a typical television program, for cxample,
might ask students 1o tum to a particular page in the correspondence booklet and enter
rcadings from instruments shown on the screen. In the humanitics and social science
courses television provides more in the way of cnrichment than cssential information:
the programs arc intended to decpen understanding. The use of radio programs also
varics. One of the advantages of radio is that it can be used at much shorter notice to
provide remedial advice.

In the summer there are onc-week residential schools, which all foundation course
students arc required to attend (higher level courses do not always have a summer school
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component), Last year's experience at the summer schools showed that students were
highly motivated and voracious for instruction, discussions and seminar work. Part-time
tutors who were recruited from other universitics said they had not cnjoyed teaching so
much for ycars! Since the Open University does not have a cumpus large cnough to
accommodate its own students, the residential schools were timed so as to take
advantage of the sparc capacity of other universitics during the long summer vacations.

The University has 13 regional offices with responsibility for the organization of
the important tutorial and counsclling scrvices. There is a network of ncarly 300 study
centers throughout the country, located in existing educational institutions. Open in the
cvenings and at weekends. they arc places where students can reccive face-to-face tuition,
in the truc sensc of the word. assistance and advice from tutors and counscllors, and also
meet their fellow students. Most study centers have television and radio reccivers. and in
arcas where BBC-2 and VIIFF radio cannot be reccived. they have film and audio-tape
replay facilitics, so that students can see and hear the programs they cannot reccive on
the public broadcasting system. Some study ceaters arc also equipped with computer
terminals for the usc of mathematics students. Use of the study centers is entircly
optional for students; the University’s system is designed for home-based study.

As indicated carlier, there are six facultics. onc of which is the faculty of
Educational Studics. With regard to in-service cducation, it is clear that teachers are
interested in more than the offerings of the faculty of Educational Studics, because in
terms of the development of their own specialist disciplines. they may well also wish to
tauke courscs offered by some of the other facuitics. And the credit system uscd by the
Open University permits them to do this, that is. to make up their own total educational
package in such a way that it best meets their own specific requirements. In general,
students will in the course of devising their own cducational package, find that though
there appears to be a free range of choice. their choice becomes more and more
restricted. not by the University itself. but merely by the fact that they would be unwise
to plunge into » new discipline at the third or fourth level uniess they had studiced some
material at foundation or sccond level. So you have a natural guide to the student’s
choice of courses witich supplements the advice given him by his counsclor. The faculty
of Educational Studics is not in tcacher cducation in the conventional sense. That is. a
student may get his degree from the Open University. and he may have taken beyond
foundation level all or the majority of his courses from the faculty of cducation’s
offerings. But he still does not become o qualified teacher at the end. All he has is a
degree. That is why I say the Open University is not in teacher cducation in the
conventional sense. Onc assumes that an Open University student who has gained a
degree, in whatever subject, will be cligible to do a onc-ycar postgraduate diploma or
certificate in education and thus achicve qualificd teacher status,

Onc of the quick judgments that is being made of the Open University so far by
those who do not like its inode of operation. is that it has not managed to deal with the
bucklog that it was crcated to dceal with, in the social sense. at least. In other words, too
many of the Open University students, too-high a proportion, arc middle class. This is
now becoming a standard riticism from the left, and it often utilizes the argument that
the high proportion of teachers among OU students, over a third in 1972, is the clearcst
cvidence that too high a proportion of t'.c QU students arc middle class. This is an unfair
criticism in many ways. I'irst, the clas. composition of the student body is apparently
shifting stecadily toward what such crtics would regard as the right direction, ycar by
yecar, judging by the first three years of its existence. Sccondly, it is mislcading to
mcasure class composition in the Open University. where all students arc over 21, ina
fashion that is comparablc to mcasurcments taken in residential institutions of higher
cducation. That is. the class of OU students is mcasurcd by their own job and not by
their parents; whercas when you arc looking at the class composition of a normal
university. you arc measuring by the parents’ jobs because the students arc coming at the
age of 18. You may get many students at the Open University who come from working
class homes, but have middlc class jobs. The interesting feature of it. from our point of
view, is that it often simply takes the form of saying. ~Look at all these miscrable middle
class teachers who form such a very high percentage of the total student body enrolled
for the Open University.” This is an unfair criticism by itsclf. The Open University is not
responsible for the fact that an cducational innovation such as the OU is discussed at
much greater fength in the cducational press than anywhere clse. nor is it responsible for
the fact that the pcople who rcad the cducational press happen to be teachers. The Open
University is not responsible for the fact that tecachers know much more about the Open
University than any other single group in the country. That is partly because the OU's
publicity budget has ncver been high cnough. The second reason why you get a heavy
tcacher cnrollment is that the teaching profession in this country is the onc profession
where 2 person who has not got a degree. but has obtained tutce status having followed a
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certificate course in a college of cducation, «un calculate precisely the financial gain to

himsclf of a degree or a good honor's degree. This is unique to the teaching profession:

no one clsc can do this. Only the teacher can actuahy work it out in cash terms.
Therefore, there is a high proportion of teachers overall and in the faculty we have a very
high proportion of serving teachers.

The first way in which the faculty of Educational Studics provides in-service

cducation is through a range of courses within the undergraduate program which arce
taken by serving teachers and which will enable these teachers to gain a degree and
hopefully a good honor's degree. The object of the exercise is not simply adegrec: it is
1o decpen and develop their expertise in certain arcas of cducational studics. As
mentioned carlicr, the Open University docs pive some credit exemption for previous
attainment in higher education. Onc has to estimate how much of the previous work
may be deemed to be academic study ot higher education levels. One cannot count
teaching practice or practival experience. The OU in this sense is very much like any
other university which discounts that clement of a certificate course which docs not
consist of scademic study. Sccondly, not all portions of postcightecen courses may be
deemed to be at the higher education level. For cxample, a Higher National Diploma is,
rightly or wrongly, awarded only two credit cxemptions in the OU system: a part-time
qualification, only one, unless the student has gaincd three subject endorsements in
addition to his basic certificate in which casc that may also count for two. The problem
that arose in considering the Certificate of Fducation was that the calculation showed
that it was not quite three, and for that reason a quitc cxceptional arrangement was
made in terms of credit exemption for Certificate of Fducation. If the teacher simply
shopped around and took whatever courses he wanted to take, he would gain two credit
cxemptions; but if he took what is called the approved program of studics, he would gain
three, and that meant that a high proportion of the courses which were chosen for the
remaining five credits would be offered by the faculty of Fducational Studies. It is
argucd that we arc building upon their previous academic study and thceir expericnee in
practical teacher situations with the course material that s offered to them and thus a
greater credit exemptian can be allowed than if they were simply taking a range of
courses in arcas in which they had no expertise, whether academic or experiential. Most
of our students in the faculty will be aiming te: take five credits rather than cight. That is
an important point in terms of when students will graduate for the first time and how
many courscs they will have taken from the faculty.

Beginning the next academic year (the Open University's year is the same as the
calendar year), the Open University moves into the postexpericnce ficld. Post-
cxpericnee courses are designed to specifically build upon the experiences of the
students. They may be courses designed to develop the student's expertise in the area
which he is pursuing in his carcer or they may be dcsipned to be “carcer-change™ courses
cnabling him to switch from one area to another, The crucial thing about themn is that
they build from expericnce: you do not need to take a whole serics of courses nor do
you nced to begin, as you do in the undergraduate program. with a foundation course.
Students taking post-expericnce courses may enroll for that course alone. We expect here
that the faculty will be able to make a fairly wide offering which will attract many
serving teachers whether they have degrees or not. The first course that we are offering
in that area, in March, 1973. is in rcading development. This is a subject to which a great
deal of attention is being paid currently as onc of the weaknesses of the British primary
and secondury systems. We hope that there will be a series of other postexpericnce
courses and, although they arc post-experience, it may be possible to use some of them
as pari of the undergraduate propram too. This way you get the best of both worlds,
from the OU's point of view, in that you are using resources in a much more cconomic
fashion. On the other hand, most of the courses designed specifically for the under-
graduate program could not be used as post-expericnce courses because they were not
developed with that objective in mind, but rather as part of a cohcrent and developing
program of undcrgraduate studics.

The faculty began with three courses at the sccond level: one in the arca of
saciology of cducation, called, “'School and Society™: onc in the arca of psychology of
cducation, “Personality Growth and learning™ and one in the arca of curriculum
development, “Curriculum Design and Development.* All three are half-credit courses,
that is, there are sixteen or scventeen units in them and the student successtully
completing the course, as measured by his performance on tutor-marked assighments,
computcr-marked tests, and in the final examination, will gain onc-haif credit toward his
degree. We then proceed as from January of next year with threc other courses: one
devcloping from the general sociological line, one from the pyschologival and one a cross
between sociology and psychology, while the curriculum ares tnoves into the post-
expericnce development. The following year, we shall move into one course, at the
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moment called urban cducation, which is very much problem-oriented and concerned
with the problem of the child in the urban environment. The second of them is
concerned with the administration of cducational institutions in the system. We should
build a pattern resulting in at least ten full-credits, available by January, 1977,

Onec of the interesting developments in the OU is the approach madce by a local
college of cducation, just down the road from the lcadquarters of the Open University,
for a scheme of collaboration whereby students at the college would, at the same time as
they took their certificate course, also be able to study for certain Open University
credits. The point is that students may at the end on such an arrangement, if you can
also count some of his collegc-originated matcrial as counting toward Open University
credit, receive far inore credits as well as a Certificate than he would have gotten by the
normal credit cxemption system. The really good student may end up with five instcad
of three, that is, he would be fivecighths of the way toward an honor’s degree. There are
difficultics in such a scheme. Onc of them is that the Open University academic ycar
runs from January forward and the college of education®s academic ycar runs from
Scptember to July, This will represent no problem at all in terms of the written course
matcrial or cven in terms of the television and radio programs, because they are on
cassette and can be shown on closed circuit television or sound cquipment within the
college. Where you do run into problems is with the assessinent of the student, in that
you have to develop a whole separate final examination for the college-based students,
since the examination must be taken at the same time by both kinds of students. Unless
additional resources are provided, the Open University would be making something of a
rod for its own back, in that there will be a heavier work load upon the academic staff,
but no additional resources available to recruit extra staff to carry the burden. The
problem arises from the fact that the Open University has now reccived some forty
approaches with regard to some form of collaborative exchange, and if we imagine that
forty such schemes were set up, one can readily see that there would be great difficulty
from the point of view of staffing and resources.

flow would this sort of development and the other work that the Open University
is doing in this arca fit in with futurc developments in teacher education in the: post-
James climate. One of the implications of the James Report is that the colicges of
cducation will have much more indcpendence, including the freedom to mount courses
which may not be aimed specifically at intending teachers, that is, the gencral higher
cducation market. If we imaginc that cach college is going todcvise its own courses and
submit-them, if they arc genceral courses, for approval to Lhe local university, not just to
the institute, then they will have to go through the whole gaiut of university
committees including serious examination ultimately at the level of Senate. Or they will
submit them to the regional councils, a creation which James reccommends. We will then
have in 160 cstablishments up and down the country the same sort of protest which has
been present in the Polytechnics for the past few years whereby an cnormous amount of
staff time, cffort, cnergy and resources goes into course production and into getting
courses approved and through the system. And yet many of those courses will duplicate
similar courses which arc provided just down the road. So from an cconomic point of -
view, it would clearly make sensc for colleges to make more and morc use of Open
University originated matcerial, whether in teacher education or even in the provision of
genceral higher cducation courses and whether for a whole course or sinply as part of a
course. This is a possible development of the sort of scheme of collaboration which is
now starting with the Milton Kanc college, the college located near the Open University.

But there is another difficulty.,: The Open University was created to produce and
teach courses. It was not sct up to validate courses of other institutions, which is the job
of the Council for National Academic Awards, Indeed the OU would not even know how
to go about it at the moment. It would be inconceivable to have a development of the
type just outlined unless there were to be very close collaboration at the very least
between the Open University and the Council for National Academic Awards. One
would see them at least federated if not ultimately merged into some form of National
University. In that context one could scc a coherent pattern of development within the
whole of the public sector whereby the Open University docs act as a sort of national
bank of coursc matcrial for a wide varicty of academic arcas. At the same time you could
expect that the postexpericnce strand in the Open University's development will also be
moving forward and that in a widc varicty of professions, not just tcaching profession,
the OU will come to be seen as onc of the principal mcans by which onc can update
onc’s qualifications or change onc’s carcer. If you put the two together, you may sce
such naterials being used for simitar updating or carcer change courses in residential
institutions of higher education. You could then imagine for the Open University, on the
‘basis of what has been achiceved so far, an important place in a much more coherent

E : : pattern of public sector higher education in this country than we have seen hitherto.
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Education And Inservice Training For Teachers in Yugoslavia

LJUBOMIR KRNETA
Professor, University of Belgrade
Belgrade, Yugoslavia

The Preparation of Teachers for Primary Schools in Yugoslavia

Immediately following World War 11, teachers for the primary schools of the first
cycle (classes 14, ages 7-11) pursued a four year course, after cight years of clementary
cducation, at Teachers Normal Schools. Later this course, which stressed pedagogical and
psychological content and extensive practice teaching, was cxtended to five years.
Teachers in the second cycle (classes 5-8, ages 11-15) were usually cducated in the
Higher Schools of Pedagogy, which they entered after having earned the diploma of the
Teachers Normal School or the haccalaurcat in gencral sccondury cducation. The
cmphasis in the Higher Schools of Pcdagogy was on training in the subject matter,
although psycho-pedagogical content and practice teaching were also included. By 1955
it had become cvident that the trining received in the Teachers Normal Schools did not
provide a satisfactory background for cffective, professional teaching and, as a resnlt,
some Republics (Croatia and Slovenia) decided, in the 1958 Reform, to replace the
Normal Schools with Pedagogical Academics which would function at the level of higher
cducation. This cnhancement of’the training of first cycle teachers has been followed in
all the other Republics with the exception of Serbia where it was not legally carricd out
until 1971. The Pedagogical Academics, which offer a two year course, emphasize the
psycho-pedagogical clements and practice teaching yozessary for the first cycle, but the
study of aspects of sociology, philosophy and cthics is included as well. There is an
cmpliasis on the methods and techniques of teaching, including the construction of
cognitive tests, intelligence tests, examinations of personality, and aptitude tests.

Ttie Preparation of Teachers for Secondary Educaiion

In the first years after the war, the system of sccondary education was not unificd
and teachers at this level were not at all uniformly qualificd. This situation was rectificd
in a few yeurs with the prescription of standards of professional qualifications for
teachers in all secondary schools. According to these standards, teachers of technical and
professional sccondary cducation should have diplomas from the university or other

institutions of higher cducation. Art and music teachers are trained in Academics for -

these subjects and physical education teachers receive their training froin the Facultics of
Physical Culture. As there are still not enough teachers to meet the demand, in some of
the Republics teachers are trained in the Higher Schools of Pedagogy. which will, in all
likclihood, gradually cease to cxist. Because training in technical education has been
introduccd into the primary as well as the general secondary school, there is a great need
to find solutions for the training of teachers in this ficld. Many arc now cducated in the
High School of Industrial Pedugogy which was cstablished in Rjeka to provide a four
ycar course for teachers of secondary technical cducation. This school provides both the
theoretical background and the practical skills nccessary for cffective teaching in this
ficld.

1t should be noted that in the majority of the institutions that provide cducation
for tcachers of the sccondary level, for a long time pedagogical courses were not included
in the curriculum. This failurc has unfavorably affected the practice of teaching, as well
as the cfforts to modemize it and make it more cfficicnt. The educational authoritics at
this time arc making cfforts to introduce psycho-pedagogical training and tcaching
mcthods into all the facilitics for the training of sccondary school tcachers.

Efforts Toward Improvement in the Teacher Education System
The development of Pedagogical Academics for the cnhnncéincm of the training of
primary teachers for the first cy cle has already beenmentioned. Some efforts are also being

made for the improvement of the cducation of teachers for the sccond cycle of the
clementary schools, because the training in the ligher Schools of Pedagogy has been
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demonstrated to be insufficient for the practice of cffective teaching at the second cycle
level. Consequently, it has been decided to raisc the training of this category of teachers
to the level of higher education. In some Republics, such as Serbia, it was agreed that a
major portion of this training would be transferred to the universitics which have, as a
result, introduced some psycho-pedagogical courses for students who, in their final ycar
at the university, decide to prepare for a teaching carcer. The universitics in Scrbia have
generally accepted this new function and somc supplementary courses have been
organized for the students who have chosen to become teachers of the second cycle. This
problem is currently under review in the other Republics as well. The number of gradu-
ates from the facultics of philosophy, philology, natural scicnces and mathematics who
teach in the second cycle is slowly growing, cspecially in the citics, but also in the
sinaller towns as well. Of course, in the less developed parts of the country, the Higher
Schools of Pedagogy continuc to train the teachers of subjects for which therc is a great
scarcity such as physics, chemistry, mathematics and foreign languages. Teachers with
their diplomas from the Higher Schools of Pedagogy have the possibility of continuing
their studics and obutaining higher qualifications at the university. While undertaking
these additional courscs, their teaching loads are reduced.

The cnhancement of the level of training of teachers for both cycles through the
development of Pedagogical Academics and university courscs will result in the raising of

the professional requirements for teaching, which is indispensable for the improvement -

of tcaching. Likewisc, the introduction of mandatory psycho-pcdagogical courses for
teachers of the technical and general secondary level will alss have a salutary cffect on
the cducation profession. This clement may be provided cither during the normal course
of studies or clse in supplementary courses taken, after recciving the diploma, when the
student dccides he wishes to enter the teaching profession. The relating of universitics to
the training of teachers offers two advantages. On the onc hand, the university will be
capable of cxcrcising a more direct influence on the process of innovation in the practice
of teaching and, on the other hand, the problems of education and its improvement will
become a part of the academic milicu. :

Inservice Education of Teachers

The ncccssilS"ifor inscrvice education for primary and secondary school teachers has

been recognized for a long time. In the schools, “working groups” of teachers have been .
g

formed either within cach school or on the basis of the school district or commune.
These groups discuss cducational problems, including the organization of teaching and
the utilization of textbooks, audio-visual aids and other tcaching cquipment. This
exchange of cducational experiences can be useful and fruitful, but it cannot mect all the
needs, increasingly more complex, imposed by the requirement to improve the quality of
teaching. Considerable assistance has becn .made available to teachers by the scientific
and profcssional socicties of chemists, mathematicians, physicists, historians, language
teacheis and the like. These professional sacictics bring together the teachers of the same
discipline in each Republic and coordinate their work at a national level. They provide
useful initiatives toward improving the quality of classroom tcaching through the
diffusion of new knowledge by means of confcrences, journals and other materials for
tcachers, competitive programs and “olympiads” for students, and other similar
programs. The lcadcrship and support of these programs is largely in the hands of
professors from the universitics. Some profcssional organizations also cxist, mainly in the
larger cities, which organize mectings, conferences and other arrangements whereby ideas
and techniques in the ficld of cducation may be exchanged. However, the cffectivencss
of these “Institutes for the Promotion of Teaching” is limited duc to their lack of funds.
Recently, there have been efforts to cstablish a new system of inscrvice education which
would function at a higher level. In the construction of such a system, it is nccessary to
take into account the positive expericnces achieved up to now by the “working groups”
in the schools, the valuable contributions madc by the profcssional and scientific
societics, as well as the cfforts of the “Institutes for Pedagogical Rescarch and for the
Promotion of the Teaching Profession.”

The interest of the school in the improvement of the teaching staff, as well as that
of the teachers themsclves, is greater today than cver before. The new system of school
finance, based on the principle of sclf-support, has placed cach school in a new financial
situation. The school can cxcrcise 2 more important influcnce on the construction and
functioning of the system of inservice education because it can allocate a pertion of its
resources toward this end, or clsc it can combine its mcans with others of the school

district for this purpose.
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The relating of the university to the concept of and activitics involved in the
continuing cducation of teachers is based on the idca of bringing into a closer rclation-
ship the preactice of teaching and the theoretical developments in cach discipline. It is
for this reason that the Assembly of the Socialist Republic of Serbia passed a
Recommendation calling for the participation of the university facultics in the
continuing cducation of tcachers. At the first level of this system is the preparation of
the secondary school teachers for a professional examination which is taken in front of a
commission designated by the faculties. The tecacher requests, from the appropriate
cominission, instruction and assistance for preparation for the test, As a gencral rule, the
professors under whom the teacher pursucd his studies and passed his cxaminations assist
him with the theoretical aspects of the test; the teacher then sclects the theme of the
disscrtation which he will develop and defend before the commission. The second level
of the system, which is currently being developed, consists of some refresher courses
which will permit the teachers to become familiar with the innovations in their
disciplines. There is an cffort to organize these courses, in cooperation with the scientific

and professional socictics, so that cach tcacher may advance during a given period, five

years for example, to a position where he is ready to undertake formal, full-time course
work for a period of two or three months. The third level would consist of the possi-
bility of carning a mastcrs degree through inservice work. Only the most capable gradu-
ates, both in their studics and in their teaching performance, would be given this
opportunity to deepen their understanding of the mcthods involved in the teaching of
their subject. This would cnsurc that innovations in cducation in the university would be
transmitted into the schools and that the innovative process itsclf would become the
preoccupation of the teachers, particularly the most capable and best educated ones.

In the facultics of philosophy, philogy and natural scicnces and mathematics,
Inservice Education Centers have been forined to coordinate all the activitics of the
faculty concerned with the upgrading of tcachers. IFor example, the Inservice Education
Center of the Faculty of Natural Sciences and Mathematics at the University of Belgrade
fulills this function and since it deals with every department in the faculty, cach depart-
ment delcgates three representatives to the Center’s Council. The Center cstablishes

contact with the schools and schoot districts and devclops the inservice programs for all -

levels and topics in the general ficld of the natural sciences and mathematics. Suggestions
from the schools arc utilized in the development of the programs, but the primary
responsibility for them is given to the “scicnce groups' of the Faculty which select the
professors who will direct the courses, the practical and cxperimental exerciscs, oversce
laboratory work, and so on. Since there is a chair for psycho-pedagogy and several in
cducational mcthodology in the Faculty, it is possiblc to arrange for the upgrading of
teaching in physics, chemistry, biology and mathematics. The organization of work in a
faculty in this manncr has scveral advantages. Because the Center is an integral part of
the faculty and all inscrvice work is done within it, therc is cvery opportunity to
organizc the program in a rational and cfficicnt manner and for proper cvaluation. The
intcllcctual level of the courses is maintained through association with the university and
the teaching profession is directly influenced by developments within the university. The
teachers involved in the programs have the opportunity to renew contact with the
professors under whom they studicd and passed their examinations, to work in labora-
torics and shops which arc better cquipped than those of their schools, and to utilize the
richer librarics of the university. It should be added that the university is also becoming
increasingly ‘available to students from the Higher Schools of Pedagogy who wish to
pursuc part-time courses in order to obtain higher qualifications.

The organization of continuing education has received considerable attention in
Yugoslavia. Rescarch has been carried out on various models toward the goal of
developing programs to cnable tcachers to be cffectively upgraded in the shortest
amount of time. In developing these programs, the facultics have received a great deal of
assistance from the “Institutes for the Promotion of Teaching™ in the primary and
sccondary schools and the scientific and professional socictics. The latter have been
particularly helpful in the development of the masters degree programs, especially with
respect to the organization of research by sccondary school teacheérs of science and
mathematics. All these activitics must be considered in the general context of ali the
activitics of the faculty which has, as a basic underlying purpose, the education of its
full-time students and the conduct of research. The participation of the faculty in the
upgrading of teachers is, however, a complementary activity of great importance, not

only for professional education in Yugoslavia, but also for the development of the
faculty.
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tCET NEWS
The 1972 World Assembly

The 1972 World Assembly, held in London, England, July 25-28, attracted more

than 300 tcacher cducators from a wide range of countrics. Apendix 1 lists the officially
* registered participants. Scveral important decisions were made at the business sessions of
the Council, including the clection of new Officers and Board Members, the approval of
amendments to the ICET Constitution and the approval of conference resolutions. The
Officers and Board Mcmbers are listed on the inside front cover. The Council recorded a
vole of thanks for the finc record of service of the previous Officers and for the
departing Exccutive Committee Members: Bhunthin Attagara, Thailand; S.N. Mukerji,
India; and R. Borge Svensson, Sweden. Scveral constitutional amendwnents were passed
which provide for structural changes in the Council designed to make the organization
morc responsive to the nceds and desires of regional and national teacher cducation
organizations. A Board of Dircctors, primarily composcd of representatives from regional
and national organizations, was cstablished in pluce of the previous Exccutive
Comnmittee. The Board has 17 inembers, also listed on the inside front cover, who were
clected in London to terms varying from onc to three ycars. A smaller FExecntive
Comumittee was crcated to carry out the business of the Board between meetings. 1t was
also decided that regional and national organizations will have five votes, institutional
members, three votes, and individual meinbers, onc vote at all future World Assewnblics.
The ICET Constitution, as anicnded in London, is printed in Appendix 1. A number of
principles and dircctions for the future policics of ICET were agreed upon, after con-
siderable discussion, and passed on to the Board of Dircctors. Two conference reso-
lutions were passed by the Council :

Be it resolved: Teacher educators in all countries shonld be encouraged to work
cooperatively with teachers and their organizations, the community, state and
Jederal agencies, school administrators, college facnlties, students, and other
appropriate groups in developing teacher education programs.

Be it resolved: The International Council on Education for Teaching shall urge
governments (o recognize the importance of teacher education by providing
the financial as well as other support necessary to ensure that the preparation
of teachers may be at a level equal to hat of other professions.

Gencrous financial and technical assistance for the conference was made available
by UNESCO, an organization with which the Council looks forward to fruitfully cooper-
ating in the ycars ahcad. The host institutions, the University of London, the Institute of

*Education, and the Association of Teachers in Colleges and Department of Education
provided cxcellent conference facilitics and hosted the participants at two receptions. In
addition, the American Association of Colleges for Teacher Education provided financial
and administrative support and considcrable assistance was madc available by ninc
AACTE member institutions which are listed on the insidc back cover.

The 1973 ICET World Assembly

ICET will hold its 1973 World Assembly in Nairobi, Kenya, July 24-27, on the
general theme, “Teacher Education for Development.” Although some attention will be
given to the complexity of the concept of development,” most of the em phasis will be
placed on developing and implementing cffective strategies by which the training of
teachers can be related most cfficaciously to the development process, The role of
in-service education has alrcady been identificd as a key area by the ICET Program
Committee, whose Chairman is Stanley Hewett, General Scerctary, ATCDE,

Members of the local Program Committee arc:

Mr. J.A. Lijembe, Chairman Dr. J.C.B. Bigala

Sccretary Exccutive Sccretary, Regional

Kenya Institute of Education Council for Education

Dr. F.F. Indirc ‘ - Dr. A\AA.Lema

Dean, Faculty of Education . Director, Institutc of Education
Q : University of Nairobi University of Dar-cs-Salaam




Aruitoxt provided by Eic:

J T e e e e i atide

Professor A. Wandira

Dean, Faculty of Education Mr. S. Ndunguru
Makerere ‘l.ln{vcrsily, Udganda llead (Acu‘ng), Department of
) Education
Mr. W.S. Kajubi University of Dar-es-Salaam
Vice-President, ICET '
Director, International Mr. P. Lubullclah
Institute of Education C C°°"d":“l0|' . . .
Makerere University, Uganda WCOTP Planning Commiittee

Frank 1. Klassen, ICET Exccutive Dircctor, will meet with the Committec in November
in Nairobi. Following the meeting, Dr. Klassen will travel to Paris to mect with UNESCO
officials regarding cooperation between UNESCO and ICET. The possibility of charter
flights to Nairobi from London and New York is being investigated by the 1CET staff.

Appendix |

1972 ICET WORLD ASSEMBLY
July £5-28, London, England

List of Participants

Elizabeth Adams

Rescarch Associate, Center for Institutionai
Studics, NE L»om:}on Polytechnic

lolbrook Road, London E. 15, U.K.

Samucl C. Adams, Jr..

Assistant Administrator, Burcau for Africa
AID-U.S. Department of State

Washington, D.C. U.S.A.

Edwin P. Adkins

Associate Vice President

Temple University

Philadclphia, Pennsylvania 19122 US.A.

Yuri Alverov

Program Specialist, UNESCO-IBE
52 Ruc dcs Paquis, Palais Wilson
Geneva, Switzerland ‘

Edna V. Ambrose
2724 N.E. 7 Terrace
Gaincsville, Florida 32601 U.S.A.

M.R. Churiphrom Kamalasn B. Arch.

Staff Coach, Football Association of Thailand

College of Education
Bangkok, Thailand

J.S. Archer
Chairman, Sociology Department
Battersea Colicge of Education,
Manrcsa House
Holybourne Avenue, London, S.W. 15, UK.

C. Athey

Senior Lecturer in Education
25 Belsize Avenue

London, N.W. 3, UK.
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Bhunthin Attagara

Former Vice President, ICET

Under Sccretary of State, Ministry of
Education

Bangkok, Thailand

Peter John Attridge

Senior Lecturer in Education

Philippa Fawcett College ’
Leigham Court Road, London, S.W. 16, UK.

E.L. Bailey - :

Deputy Principal, College of All Saints
Whitc Hart Lane

Tottenham, N. 17, UK.

Kenncth Alexander Baird

Principal, Nottingham Collcge of Education
9 College Drive '
Clifton, Nottingham NG 11 8 NS, UK.

Ludovit Bakos

UUV.Univerzita Komenskcho
Safarikovo Nam. C 12, Bratislava V
Czechoslovakia

M. Richard Bar

Principal Lecturer in Curriculum Studics
Edge Hill Collcge of Education

St. llclens Road, Ormskirk

Lancashirc, L394QP, UK.

Winifred Barquist

Dircctor, Elementary Education
Mount Mcrcy College

Cedar Rapids, lowa 52404 US.A.

F. Barr
Deputy Director, Huddcrsficld
College of Education

_ Holly Bank Road, Lindlcy

Hudderficld, HD 3 3BP, U.K.
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F.D. Batstone

Principal, Gipsy tlill College
Kingston 1lill, Kingston upon Thames
Surrey KT2 7LK, U.K.

Manfrcd Bayer

Assistant, Education Department

Dcutsches Institut fuer Internationale
Pacdagogische Forschung

Frankfurt, West Germany

Albert E, Bender

Associate Professor, Department of Education

St. Louis University
St. Louis, Missouri, U.S.A.

Joan T. Bender .
Department of Education
St. Louis University

St. Louis, Missouri, U.S.A.

Ralph K. Birdwhistell

Professor .
University of West Florida
Pensacola, Florida 32504 U.S.A.

N. Blackmore

Deputy Principal, Doncaster College
29 Croft Road,

Thame, Oxford, U.K.

Marce M. Blackwell

Associate Professor

University of Alabama

Birmingham, Alubama 35233 US.A.

John C. Blair, Sr.

Dircctor, Teacher Education and
Certification

Alabama Statc Department of Lducation

Montgomery, Alabama 36104 US.A.

Ralph L. Bohn

Decan, Continuing Education
California State University

San Jose, California 95114 U.S.A.

T.R. Bone

Principal, Jordanhill Callege of Education
76 Southbrac Drive

Glasgow.G 13 1PP, Scotland W.3 UK.

Harry P. Bowes

President

Southem Colorado State College
Pucblo, Colorado 81005 U.S.A. -

Nina Braxton

Office of the Headmaster

William Penn Charter School
Philadclphia, Pennsylvania 19144 US.A.

Wilbert L. Braxton

Office of the Hcadmaster

William Penn Charter School
Philadelphia, Pennsylvania 19144 US.A

Wenomh G. Brewer

Assistant Dircctor, Division of Teaching
Indiana State University

Terre Hautce, Indiam US.A.

Villiam 1f. Bristow

Assistant Supcrintendent Emecritus
New York City Schools

70 Excter Street

Forest Hills, New York 11375 U.S.A.

tidward Britton
National Union of Teachers

‘The Hamilton House, Mabledon Place

London, W.C. |, UK.

D. Broadhurst

Principal, Dudlcy College of Education
Castle Vicw, Dudley £Y1 31IR
Worcestershire, UK,

Mrs. W.G. Buchanan, Jr.
Valleydale Road
Helena, Alabama 35080 U.S.A.

Hobert W. Burns

Vice President for Academic Affairs
San Jose State College

San Jose. California 95114 U.S.A.

Sharon Butler
3625 llumphrey Lanc
Lexington, Kentucky 40502 U.S.A.

John 11, Callan

Dean, School of Education

Scton lall University

South Orange, New Jersey 07079 U.S.A.

Muricl P. Carrison

Assistant Profcssor, Education

California State College

Domingucz Hills, California 90747 U.S.A.

Margarct L. Carroll

Professor of EEducation
Northern Hlinois University
DeKalb, Hlinois 60115 US.A.

E.B. Carter

Principal, Thomas luxley College
Winchester Street

Action W3 8PA, UK.

Wesley Caspers

Chairman, Education Department
Linficld College

McMinnville, Orcgon 97128 U.S.A.

Marjory Causer

Scnior Lecturer in Biology

City of Leicester College of Education
Corby Anncxe. Rockingham Road
Corby, Narthamptonshire, U.K.,
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Terence M. Chamberlain

Principal, Sir Robert Black College
of Education

19 Kok Yuen Street, Hung Hom

Kowloon, Hong Kong

Ardath Champlin
Professor, University of Guam
Box EK, Agana, Guam 96910

Jimmy Chan

Education Officer

133 Cainc Road, Flat D, 11th Floor
long Kong

Dewey E. Chapel

Dcan, Graduate School

Ouachita Baptist University
Arkadelphia, Arkansas 71923 U.S.A.

Dorothy Chapel
PBO, Box 1068
Arkadelphia, Arkansas 71923

Lucille Charlton

Administrative Assistant, School of
Education

University of Pittsburgh.

Pittsburgh, Pennsylvania, US.A.

King Chceek
President, Morgan State College
Baltimore, Maryland U.S.A.

Herbert Chiout

Student Dircctor

Institute of Inservice Tcacher Training

35 Kasscl, Bergmannstrasse 37, West Germany

J.C. Clement

Head, Education Department
Shoreditch College, Engleficld Green
Egham, Surrey TW20 OJZ, UK. -

Francis A. Colabrese

Director, Sccondary Education

Lock Haven State Collcge

Lock Haven, Pennsylvania 17745 U.S.A.

David T. Colin

Educational Consultant

Via Della Mcrcede 21 00187
Rome, ltaly

John Collier

Program Associate, ICET and AACTE
Onc Dupont Circle

Washington, D.C. 20036 U.S.A.

K.G. Collicr

Principal, Bedc College
Principal’s llouse
Durham, U.K.
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‘President, Indian Association of Teacher

G.P, Collins

Principal, Saffron Walden College
Saffron Walden

Essex, UK.

Peggy R. Crichton
Assistant Professor, Early Childhood

EEducation =
S.U.N.Y. at Farmingdale h
Farmingdale, New York 11735 U.S.A. :

Atline M. Cross P
Instructor, Humanitics !
Aims Junior College

Greeley, Colorado 80631 U.S.A.

George Culling

Head of Education Scction

North East London Polytechnic
Longbridge Road, Dagenham, Essex, U.K.

R.F. Dalton
Homerton College
Cambridge, U.K.

Ethel 0. Davic :
Associate Professor, Modern Forcign i

Languagcs :
West Virginia State College :
Institute, West Virginia 25112 U.S.A,

Corinnc Davis

Dircctor, Student Tecaching

West Virginia State College

Institute, West Virginia 25112 U.S.A.

Roger Deibel

Assistant Professor, Education Department
Outerbein College

Westerville, Ohio 43081 U.S.A. |

George Dencmark i
President, American Association of
Colleges for Teacher Education

Dean, College of Education
University of Kentucky :
Lexington, Kentucky 40506 U.S.A.
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Martha Ann Deppe
1215 Park Avenuc
Franklin, Indiana 46131

K.G. Desai
Member, ICET Board of Directors

Educators .
University School of Psychology,
Education and Philosophy
Ahmcdabad 9, India

Madame V. DeVits

UNIESCO Associated Schools
169 Avenuc Brugmann
1060 Brusscts, Belgium:
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George L. Dickson

Dean, College of Education
University of Toledo
Toledo, Ohio 43606 U.S.A.

Dorothy Dunn
25 St. Mary Strect, Apartment 2310
Toronto, Canada

Burdcttc W, Eagon

Associate Vice President, Academic Affairs
University of Wisconsin-Stevens Point
Stevens Point, Wisconsin U.S.A.

Claude A. Eggertsen

Professor of Education

University of Michigan

Ann Arbor, Michigan 48104 U.S.A.

Nita W. Eggertsen

Instructor, Washington Community
Collcge

Ann Arbor, Michigan U.S.A.

It. Lioncl LElvin

Director, Institute of Education
University of London, Malcet Street
London, W.C. 1, UK.

John I1.M. Elwell
Deputy-Principal

Stockwell College of Education
The Old Palace, Rochester Avenuce
Bromlcy, BR1 3DII, Kemt, UK.

Carmen Enriquez

Dean, Teacher Education
Universidad de Santiago
Santiago de Compostcla, Spain

Norman Evans
Principal, Bishop Londsdalc Collcge
Micklcover, Derby, U.K.

Kurt Fackiner .
Dircctor, Teacher Training Institute

63 Gicssen

Reichenberger, Strasse 3, West Germany

Barbara Jean Fant )
Coordinator, Programs for Gifted
Attanta Public Schools

4367 Covington Road

Decatur, Georgia 30032 US.A.

Lena Farrcll

Association Consultant

National YWCA of Canada

571 Jarvis Street, Toronto 5, Canada

Nathan Fcifer
Associate Professor, Department
of Physical Scicnces

. California Statc University

San Francisco, California 94132 U.S.A.

Lconard Feldman

Professor of Mathematics and Education
California Statc University

San Jose, California 95114 U.S.A.

Ronald Thomas I'itzgerald

Chief Rescarch Officer

Australian Council for Educational
“Rescarch

P.O. Box 210, lawthorn

Victoria, Australia 3122

G. Fowler
Opcen University
Bletchley, Bucks, U.K.

William R. Frascr

Lecturer, College of Education
Dorchester Road

Weymouth, Dorset, UK.

H.W., Frech

Max-Planck Institutc of
Bildungsforschung

Berlin 33, Kocnigsalle 30/32

West Germany

Naomi M. Garrett

Professor, Modern Ioreign Languages
Waest Virginia State College

Institute, West Virginia 25112 US.A,

Henrictta Gilbert

Coordinator, Title | Program

345 East 58 Street

New York, New York 10022 U.S.A.

Elayne Goldman-Zinncr
Van Brouckhovenlaan 15
Ocgstgeest, Netherlands

Thomas M. Goolsby, Jr.
Profcssor, University of Georgia
Athens, Georgia 30601 U.S.A.

Judith Grady:
111 Forest Road
Fanwood, New Jersey 07023 U.S.A.

Sydncy Grant .
Office of Internationat Educr o
Florida State University
Tallahassee, Florida 3246 U.S.A.

Daniel Griffiths

Decan, School of ‘Zducation

New York Upleersity

New York, "sew York 10003 U.S.A.

W.J. Gushue

Head, Department of Educational
Foundations, Mcmorial University

St. John’s, Newfoundlund, Canada-

George S, Haincs

Dircctor of ‘Tcacher Education .
Taylor University f
Upland, Indiana 46989 U.S.A. ;
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Doncaster College of Education
High Metton 11all, High Melton
Nr. Doncaster, York, U.K.

Francis N. Hamblin

Mcmber, ICET Board of Dircctors
President, Lock Haven State College
25 West Water Street

Lock Haven, Pennsylvania U.S.A.

Patrick Dennis Hamilton

Principal Lecturer in Modern Languages
City of Leeds and Carncgic College
Beckett Park, Leeds LS6 3QS, U.K.

E.G. Nanko

Head, Education Department
Thomas Huxley College
Winchester Strect, Acton, W3, UK.

Derek Hanson

Senior Lecturer in Education

Middleton St. George College of
Education

Middleton St. George

Nr. Darlington Co., Durham, U.K.

Hugh Harding
Department of Education and Science
London, U.K.

L.A. Harding

Professor of English

College Militaize Royal

St. Jean, Province of Qucbec, Canada

Judith HaskcH
University of Pittsburgh
Pittsburgh, Pennsylvania U.S.A.

Trevor William Hearl

Scnior Lecturer in Education
St. Paul’s College
Cheltenham, Gloschester, U.K.

Albert Heller

Assistant Professor, University of
Tucbingen

7 Stutigart 60, Konradstrasse 6

West Germany

Hilton Heming .

Dean, Professional Studics
Plattsburgh State University College
Plattsburgh, New York 12901 US.A.

Junc Heming
12 Leonard Avenue
Plautsburgh, New York 12901 US.A.

Sister Francis Ellen Henry
Notre Dame College of Education
Bearsden, Glasgow, U K.

Viadimir Hercik
Department of School and

Higher Education
UNESCO, Paris 7€, France
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Jack Hetrick

Dean, School of Education

Edinboro State College

Edinboro, Pennsylvania 16412 U.S.A.

Stanley Hewitt

Vice President, ICET

Gencral Sccretary, Association of Teachers
in Coleges and Departments of Education

3 Crawford Place, London WIH 2BN, UK.

J.H. Higginson

‘Head, Educational Studics

Christ Church College
Canterbury, Kent, UK.

Cathcrine S. Hill
Assistant Professor, Trenton State College
Trenton, New Jersey 08625 U.S.A.

Robert Hill
Exccutive Assistant

“W.Clecment Stonc Enterpriscs

5050 Broadway, Chicago, 1llinois, USA

Roydon B. Hope

Head, Education Department

Newton Park College, Newton St. Loe
Bath, Somerset, U.K.

Mary C. Hosack
North Harding Road
Ingomar, Pennsylvania 15127 U.S.A.

Ivan Hosack

Professor of Education, University of
Pittsburgh '

Pittsburgh, Pennsylvania 15213 US.A.

Joyce M. Huggins

Associate Professor, School of Education
Fresno State College

Fresno, California 93710 US.A.

Ruth Huminati

Instructor, Mental Health
Community College of Philadclphia
Philadelphia, Pennsylvania U.S.A.

Richard, L. Jamcs

Associute Director, American Association of
Colleges for Tecacher Education

I Dupont Circle, N.W.

Washington, D.C. 20036 U.S.A.

Velma K. Jumes

U.S. Office of Education

Division of Compensatory Education
Room 3622, 7thand D Streets, N.W.
Washington, D.C. US.A.

David Johnston

Immediate Pust President, ICET

Adviser to Teachers, Insmulc of
Education

University of London, Malcl Street

London, W.C. 1E 7HS, U.K.
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W. Senieza Kajubi
Vice Presidem, ICET
Director, Institute of Education
Makercre University, P.O. Box 7062
. Kampala, Uganda

W. Warren Kallenbach

Professor of Education

California State University

San Jose, California 95114 US.A.

Barrington Kaye

llead, Education Department
Redland College, Redland Hill
Bristol 6, U.K.

Chang Min Kee

Minister Plenipotentiary

Permanent Delegate of Malaysia to
UNESCO

Gilbert Kukoyi

Chairman, NUT Lagos State
Nigerian Union of Tcachers
13, Balogun Street
Anifowose, tkeju, Nigeria

Leopold F. Lacroix

Superintendent, Ontario Educational
Communications Authority

Toronto 295, Canada

M. Ladcrricre

Principal Administrator, Educational
Investment and Development
Division, OECD ’

2 Ruc Audre-Pascal, 75 Paris, F'rance

Carl Apcl Larcke
Lararnas Riksforbank
Vinngsholmsgaton 10

6 Place de Mcxico, Paris 166MC 75116 Francegiockholm, S\vcdcn )

Charles J. Keene, Jr.

Professor of Education

Tennessee Technological University
Cookeville, Tennessce 38501 U.S.A.

James Kelly, Jr.
Associate Decan, School of Education
University of Pittsburgh

Pittsburgh, Pennsylvania 15213 U.S.A.

Sung-il Kim -
Mcimnber, ICET Board of Dircctors
Dcan, Profcssor of Education

College of Education, Chung-ang University

Seoul, Korca

Juck Kitching

Lecturer in Education

Institute of Education, University
of Durham

28, Old Elvet, Durham, U K.

: Frank H. Klassen
. Executive Director, ICET

: Colleges for Teacher Education
: | Dupont Circle, N.W.
Washington, D.C. 20036 U.S.A.

‘ Tetsuya Kobayashi
: Member, ICET Board of Dircctors

FFaculty of Education, University of I\yolo

Kyoto, Japan

Director, National Center for Teacher
Education

Ministry of Education

Warsaw, Al. 1 Armii 25, Poland
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Y ‘ : g Ljubomir Krneta
. i Professor, University of Belgrade
]: l{llc » O Belgrade, Yugoslavia
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Phillip Leamon o

Yicad, Forcign Languagc Ldumuon
Florida Statc University
Tallahassee, Florida. 32306 US.A.

G.M. Lee i

Senior Lecturer, Doncaster Collcgc
of Education

High Mclton 11all, Doncaster, U.K.

Doris Levine
150 West End
New York, New York 10023 U.S.A.

J.A. Lijembe

Member, ICET Board of Dircctors
Sccretary, Kenya Institute of Education
P.0O. Box 30231, Nairobi, Kenya

Kathryn Maddox

Coordinator, Tecacher Education :
Kanawha County Schools, 200 Elizabeth St.
Charleston, West Virginia 25311 U.S.A.

Shirley S. Makibbin

Supervisor of Instruction

Canal Zonc Government, Box 2528
Balboa, Canal Zonc

A.E. Marsden

Oak Cottage
Nortton, Chichester
Sussex, UK.

William H. Martin

Chicf, Fellowships and Overseas Projects
Institute of International Studics

U.S. Officc of Education

Washington, D.C. 20202 U.S.A.

Elke Masecla

Technical University, H:mnovcr

496 Stadthagen, Lancnhag,crslrassc 15
West Germany
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Marshall Mason

Lecturer :
Milton Keynes College of Education
Bletchley Park, Bletchley, Bucks, UK.

Paul H. Masoner

Dean, School of Education

University of Pittsburgh

Pittsburgh, Pennsylvania 15213 US.A,

Wilitam J, Mathis

International Institute for Educational
Planning

9 ruc Eugene Delacroix

Paris 16°, France

Annc A. Mcssncr

Cincinnati Council of World Affairs
Suite 1028, Dixic Terminal Building
Cincinnati, Ohio 45202 U.S.A,

Peter P, Mickelson

Dircctor, International Programs

School of Education, University of
Wisconsin

Madison, Wisconsin 53706 U.S.A.

H.W.L. Miller

Head, Dcpartment of Education
Sunderland Polytechnic, Chester Road
Sundcrland Co., Durham SR 1 3SD, U.K.

Mary Milton

Program Director, Cooperative
International Program fox Teacher
Education

Council on International Educational
Exchange

New York, New York 10017 US.A.

Philip E. Moir

Director, Education Extension Progrants
University of British Columbia
Vancouver 8, Canada

John Mole
Northumberland College
Pontgland, Newcastle, U K.

Gordon Moore
Callendar Park College
Falkirk, Stitlingshire, U.K.

Karlenc Mostek
Teacher, Chicago Public Schools

- 1625 West Lunt

Chicago, Hllinois 60626 U.S.A.

Jean Mounolou
Ecole Normale d'Institrices de la Gironde
Bordeaux-Caudcran, France

Renuka Mukerji

Lecturer in Child Devclopment
College of Home Scicnce
Udaipur, India
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S.N. Mukerji

Former Member, ICET Board of Directors
Principal, Vidya Bhawan Tcachers College
Udaipur, Rajasthan, India

Hildegard Muclicr

7 Stuttgart 1, Ossictzkystrassc 4
West Gerniany

Allen Myers

Dean, College of Education
Eastern Michigan University
Ypsilanti, Michigan 48197 US.A.

Walter J. McClure

Head, Department of Education
Stranmillis College

Belfast BTY 5DY, U.K.

Frederick J. McDonald

Dircctor, Educational Studics
Educational Testing Scrvice
Princcton, New Jerscy 08540 US.A.

William A. McKenney

Chairman, Educational Foundations
Eastern Kentucky University
Richmond, Kentucky 40475 US.A.

Dragoljub Najman

Dircctor, Division of Educational
Structures and Teacher Training

UNESCO, Paris, France

Paul R. Nilces
RR 5, Box 211
Franklin, Indiana U.S.A.

Mr;ﬁ. Paul R. Niles
RR §, Box 211 ’
Franklin, Indiana U.S.A.

Chicf Omoz Oarhe

President, Nigerian Union of Teachers
90 Ekewan Road, PMB 1055

Benin City, Nigeria

N.M. O'Sullivan

Principal, Weymouth College of Education
Dorchester Road

Weymouth, Dorset, U K.

Gwen M. Owen

Principal, St. Mary’s Colivge
The Park

Cheltenham GL 50 2RH, UK.

Maria Marta Pajuclo

Member, ICET Board of Dircctors
Dean, Educational Administration
University of Lima, Lima, Peru

Brian G. Palmer

Deputy Principat

Berkshire Center of Education
Bulmershe Court, Woodlands Avenue
Earley, Reading, RG6 1HY, UK.
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V. Pattison

Scnior Lecturer, Comparative Education
and Educational Psychology

Digby Stuart College, Roehampton }anc

London,S.W. 15, UK.

Patricia B. Pcasc
766 E. Jefferson Strect
Franklin, Indiana 46131 1/S.A.

S.A. Perkins :
Professor, Faculty of Education
University of Lethbridge
Lethbridge, Alta, Canada

Aubrey S. Phillips

Scnior Lecturer, School of Education
University of the West Indics

Mona, Kingston 7, Jamaica

Beverly Pilgrim

Associate Professor of Education
Arkansas College

Batesvillc, Arkansas US.A.

Nathan A. Pitts
U.S. Permanent Delegate to UNESCO
Paris; France

Joseph M. Plevyak

Elementary Supervising Principal
Govemnor Mifflin Schools

1301 Fem Avenue

Rcading, Pcnnsylvania 19607 U.S.A.

Edward C. Pomcroy
President, ICET

. Exccutive Director, American Association

of Colleges for Teacher Education
1 Dupont Circle, N.W.
Washington, D.C. 20036 US.A.

Stephen Priselac

Assistant Dircctor for Resource Instruction
Penn. State University (Feyette Campus)
Uniontown, Pennsylvania 15401 US.A.

Nancy J. Priselac

Teacher Center Coordinator
Harriston County Teacher Center
Clarksburg, West Virginia US.A.

Maric Reguzzoni

Professor of Sociology

Collegio didattico “G. Nosengo”

Opera per la Preparazione Professionale
degli Insegnanti )

Via Orseolo 1-20144, Milano, ltaly

Frances Richardson
Lecturer, Trent College of Education
Cockfosters, Barnct Herts., UK.

D.A. Rigg

Head, Education Department
Westminster College

P.0. Box 13, Oxford, UK.

Olive E. Rippengal
1 Rohford Avenuc
Westcliff-on-Sca, Essex, U.K.

"F, Roberts

Scnior Lecturer in Education
St. Paul’s College
Cheltenham, Gloucestershire GL50 4AZ, UK.

C. Robson

Head, Department of Education
The Poly technic, 103 New Street
Huddersficld, Yorkshire, U.K:

Lester J. Roth
2044 V. San Bruno
Fresno, California 93705 U.S.A.

Lord James of Rusholme
Vice:Chanccllor, University of York
York, U.K.

David . Russell

Professor of Education

The Pennsylvania State University
University Park, Pennsylvania 16802 U.S.A.

Gordon E. Samson .

Associate Professor of Education
Cleveland State University
Cleveland, Ohio 44115 U.S.A.

Joan M, Sankey

Principal Lecturer in Education
Newton Park College, Ncwton-St-Loe
Bath, Somerset, UK.

John A. Santini

Chairman, Department of Education
Connccticut College

New London, Connecticut 06320 U.S.A.
Fay E. Saunders .

Immcdiatc Past President

Jamaica Tcachers Association

97 Church Street, Kingston, Jamaica

Betty B. Schantz .

- Assistan t Dcan, University School Relations

Temple University
Philadclphia, Pennsylvania 19122 US.A.-

Ervin H. Schmidt

Chairman, Department of Education
Elmhurst College

Elmhurst, Hlinois 60126 U.S.A.

Jens Schneider

Free University of Berlin

1 Berlin 38, Teuhonenstrassc 6
West Germany
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James Scotland
Principal, Aberdeen College of Education
Hilton Place, Aberdeen AB9 1FA, UK.

D.R. Shadbolt

Deputy Principal, Avery Hill College of
Education

Bexicy Road

Eltham, London SE9 2PQ, U.K.

Joy Sﬁahzudc
5516 North Colonial
Fresno, California 93704 US.A.

Alison C. Shrubsole
Principal, Homerton College
Cambridge, UK.

Mary Sime
Principal Lecturer of Education
Chorley, Lancashire, U.K.

_ Helen Simpson

Founder Mcmber, ICET
4 Burgh Heath Road
Epsom, Surrcy, U.K.

Malcolm Skilbeck

Prolessor of Education, Education Center
New University of Ulster

Coleraine, UK.

Emmitt D. Smith

Dean, College of Education
West Texas State University
Canyon, Texas 79015 U.S.A.

Mrs. Emmitt D. Smith
501 Taylor Lane
Canyon, Texas 79015 US.A.

Merrylyn Smith

Supervisor, Student Teaching
Kentucky State University
Lexington, Kentucky 40502 U.S.A.

Rhoten Smith - :
Provost, University of Pittsburgh
Pittsburgh, Pennsylvania US.A.

William Smith

Associate U.S, Commissioner
U.S. Office of Education

ROB 3, 7thand D. Street, N.W,
Washington, D.C. 20902 US.A.

Lynda R. Songer
Teacher, Remedial Reading

Schools Division, Canal Zonc Government

Box 176, Albrook AIFB, Canal Zonc

Domingo Soriano
College President

59 T. Benitez, W.T.
Quczon City, Philippincs
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Gioacchino Spcciale
Ministry of Public Instruction
Rome, laly -

Shirley A. Steele

Education Specialist, USOE
400 Maryland Avenuc, S.W,
Washington, D.C. 20202 U.S.A.

W. Clement Stone
Chairman and Chief Exccutive Officer
Combined Insurance Company of America

5050 Broadway, Chicago, Hlinois 60640 U.S.A.

I'red Stopsky
Dircctor, Graduate Programs in Education
Webster College
Webster Groves, Missouri 63119 U.S.A.

Shirley Strudwick

Lecturer in Education
Crewe College of Education, Crewe Road
Crewe, Cheshire, SW1 IDW, U.K.

Borge Svensson
Rector, Lararhogskolun
Ovre Husargatan 34, Goteborg, Sweden

Malcolm Sykes

Principal

George Brown College of Applied Arts
and Technology

Toronto, Ontario, Canada

fbtahim Tambawal

School Supervisor

North Western State of Nigeria
Sokoto, Nigeria

J.W.P, Tuylor
Principal, Redland College
Redland {lill, Bristol BS6 6UZ, UK.

W. Taylor

Dircctor, School of Education
University of Bristol, 35 Berkeley Squarc
Bristol BS) 1JA, UK.

Cleopatra D. Thompson

Dean, School of Education and
Technical Studics

Jackson State College

Jackson, Mississippi 39203 U.S.A.

Elizabeth E. Thompson

President, World Education Fellowship
(New York Chapter)

c¢/o Min Kee Chang

6 Placc de Mexico, Paris 16°, IFrance

H.M. Thompson
President, Mississippi Teachers Association
Associate Professor of Mathematics
Jackson State College

Jackson, Mississippi 39203 U.S.A.
-
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John Thompson

Scerctary General, WCOTP
3-5 Chemin du Moulin
1110 Morges, Switzerland

John F. Tonge
Vice Principal, Monash Teachers College
* Clayton, Victora, Australia

Toni Towns

Assistan t Teacher

Millbank JM and | School
Erasmus Street

Westminster, London SW I, UK.

Briseida M. dec Travicso
Professor, Universidad dec Panama
David, Republic of Panama

Clydc E. Verhine
Professor, Bakersficld College
Bakersficld, California U.S.A.

Terence T. Villiers

History Master

58 Clarcmont, Bricket Wood
St. Albans, Herts, UK.

Helmut Vollmer

Cliairman, Co-ordinating Committce for
Teacher Education

University of Bremen

28 Bremen, Parkallee 49, West Germany

p.J. Warren

tlcad, Department of Educational Admin,

Mcmorial University
St. John’s, Newfoundlanid, Canada

Ross A. Wcbb

Vice President for Academic Affairs
and Dean of Faculty

Winthrop Collcge

Rock Hill, South Carolina 29730 U.S.A.

Harry Webster

Dean, Faculty of Education
Northern Ireland Polytechnic
Jordanstown, Newtownabbey,
Co. Antrim, UK,

Maric A. Weed

Counselor

576 Pcarson Road

Port Hucneme, California 93041 US.A,

Luclla E. Whitc
10415 S.E. 174th Strect
Renton, Washington 98055 U.S.A.

Junc A. Willenz

Exccutive Dircctor

Amcrican Vetcrans Committee
1333 Connccticut Avenuc, N.W.
Washington, D.C. 20036 US.A.
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C. Hutton Williams

Ficld Editor, Macmillan

4 Lansdownc House )
Lansdownc Road, W.N., UK.

Edythe Williams
Winston-Salem Statc University, Box 5§36

Winston-Salem, North Carolina 27102 US.A.
- G.A. Williams

Retired Principal
38 Redington Road
Hampstcad, London, NW3 7RT, U.K.

Jac L. Williams

University College of Wales
Cambrian Strect, Aberystwuth, -
Cardiganshirc, U.K.

Kenneth R, Williams

President, Winston-Salem Stase University
Box 536
Winston-Salem, North Carolina 27102 US.A.

Lois Williams

Inservice Education Consultant
Montcbelo Unificd School District
Montcebello, California 90640 U.S.A.

Robert Douglas Wild

Head, Contemporary Studics Department
Teesside College of Education

Newlands Road, Middlesborough
Teesside TS1 3EH, UK.

Kurt Wimer

Dcpartment of Political Science

East Stroudsburg Statc College

East Stroudsburg, Pennsylvania
18301, US.A.

Sir Brian Windcycr

Vice-Chancellor, University of London
London, UK.

Amold S. Wocstchoff

Dircctor, Burcau of Recommendations

. University of Minncsota

Minneapolis, Minnesota 55414 US.A.

Frank Woodham
Principal Lecturer, College of Education
Wells Road, llkely, Yorkshire, U.K.

Christoph Wulf

Mcmber, ICET Board of Dircctors
German Institute for International
* Pedagogical Research
SchlossStrassc 29

6 Frankfurt 90, West Germany

Yahaya B.

LEA Office
Zaria, Nigeria

John L. Yourd

Dircctor of Teacher Education
Bemidiji State College

Bemidii, Minnesota 56601 U.S.A.
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Appendix 11

Constitution Of The
international Council On Education For Teaching
as amended by the ICET World Assembly
July 28, 1872

The organization shall be called “The International Council on Education for Teaching,”
hercinafter referred to as ICET. ICET is an international association of organizations,
institutions, and individuals concerned with the preparation of tcachers.

ARTICLE Il - Aims

The objcctives of the organization shall be:

1. To dcfinc and cxplorc ideas and principles underlying the cducation of those pre-
paring to teach and the continued cducation of teachers in service.

2. To promote opportunitics for consultation and collaboration between organizations
and persons engaged in teacher cducation in different countrics and to help in the
formation of national organizations of tcacher cducators or institutions of teacher
cducation.

ARTICLE 11l - Membership

There shall be three categorics of members:

1. National and rcgional organizations whose membership includes persons or insti.
tutions cngaged in cducation for teaching.

2. Institutions wholly or partly cngaged in cducation for teaching.

3. Individuals concerncd with education for teaching.
ARTICLE IV - World Assembly

There shall be a World Assembly consisting of representatives of organizations and
institutions and of individual members. Only representatives and individual members in
good standing shall be cligible to vote. The World Assembly shall be convencd ordinarily
once a ycar. Decisions shall be arrived at by a simple majority of members present and
voting. Voting shall be on the following basis:

4) Individual members - onc vote
b) Institutions - three votes
¢) National or regional organizations - five voltces

ARTICLE V - Officers

The officers of ICET shall be a president and two vice-presidents who shall be clecicd by
the World Assembly for terms of three years. No two clected officers shall come from
the same continent. No officer my be reclected to the same office for consceutive terms.
Nominations for clection may be submittee by cither national or regional organizations,
institutions, or individual members. Nominations Trom individuals or institutions must
be endorsed by at lcast fiftcen other individual members in good standing. Nominations

must be submitted to the Exceutive Dircctor at least four months priot to the mceting of
the World Assembly.

1. The dutics of the president shall be:

a) -to preside at mectings of the World Asscmbly, Board of Directors and other
ntcetings as necessary.

b)  to represent §ICET in such ways as authorized by the World Asscmbly or Board
of Dircetors. :

2. In the gbsence of the president, a vice-president shall perform the dutics of the
president. In the absence of any officer, 2 chairman shall be clected by majority
votc of members present at the meeting. .
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ARTICLE VI - Board of Directors
1. Therc shall be a Board of Dircctors constituted as follows:

a) President d) Exccutive Dircctor
b) Two Vice-Presidents ¢) Not more than 16 other members
¢) blmmediate Past President :

2. Nominations for clection to the Board of Directors may be submitted by cither
national or rcgional organizations, institutions. or individual members. Nominations
from individuals or institutions must be cndorscd by at Ieast fifteen other individual
members in good standing. Nominations must be submitted to the Exceutive
Dircctor at lcast four months prior to the mecting of the World Assembly.

3. Board members, other than the officers, immediate: past president, and the
Exccutive Dircctor shall be clected by the World Assembly and scrve terms of three
years and shall represent .

a) national or regional organizations engaged in teacher cducation
b) members at large

4. It shall be the duty of the Board of Dircctors to conduct the business of ICET
between meetings of the World Assembly. The Board of Dircctors may conduct its

business by majority vote by mai! when necessary. Each member of the Board of
Dircctors shall have onc volte.

5. The Board of Dircctors shall appoint an Exccutive Dircctor and such additionat
staff members as may be deemed necessary .

6. The Board of Directors may appoint persons to fill vacancics on the Board between
World Assemblics, however such vacancies may occur.

ARTICLE VIl . Executive Committeo
. There shall be an Executive Committee of the Board of Dircctors consisting of

a)  President d) Immediate Past President

b) Two Vice-Presidents ¢) Exccutive Dircctor

¢) Onc member of the Board of Dircctors clected by a simplc majority of the
Board

~

The Exccutive Committee may act on behalf of the Board of Dircctors when so
authorized by the Board of Directors.

ARTICLE VIl - Board of Trustees

There shall be a Board of. Trustees consisting of persons appointed by the Board of
Dircctors. The members of the Board of Trustees shall be persons who have demon-
strated a concern for tcacher cducation but need not necessarily be members of ICET.

ARTICLE IX - Administration

1. The Exccutive Dircctor shall serve as the"Chicf Administrative Officer of the secre-
tariat and shall perform the functions of the secrctary-treasurcr.

2. The Exccutive Dircctor shall be responsible for the implementation of programs
and for such other dutics as authorized by the Board of Dircctors.

ARTICLE X - Amendments to the Constitution

1. This Constitution may be amended by majority vote of the members in good
standing present at any meeting of the World A sscmbly, duc notice of the proposcd
amend ment having been given.

ARTICLE XI - Affiliation

1. ICET may cooperate with such other international and national organizations, as
authorized by the Board of Dircctors or the World Assembly .
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INTERNATIONAL COUNCIL ON EDUCATION FOR TEACHING
Sponsoring Members
2 1972

University of Alabama University of Pittsburgh
University, Alabama Pittsburgh, Pennsylvania

Eastern Michigan University

Seron Hall University
Ypsilanti, Michigan

South Orange, New Jersey

East Stroudsburg State College Southern Colorado State University
East Stroudsburg, Pennsylvania Pueblo, Colorado

Edinboro State College West Texas State University
Edinboro, Pennsylvania Canyon, Texas

Lock Haven State College
Lock Haven, Pennsylvania
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